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ABSTRACT
Self-Concept and Sex-Role Attitudes
Among Single-Sex and Coeducational
Independent, Residential,
Secondary School Students
(September, 1979)
Ray Stuart Bicknell, B.A., Middlebury College,
M.Ed., Ed.D., University of Massachusetts
Directed by: Professor John W. Wideman
Independent school educators have long been con-
cerned about how or to what degree the presence or absence
of the opposite sex during the secondary school years may
influence adolescent development.
This study examines, specifically, adolescent self-
regard and sex-role attitudes occurring under various con-
ditions of gender segregation and integration. It is an
ex post facto
,
quasi-exper imental design, employing factor
analysis and correlational statistics.
The participants in this study were the 9th and
12th graders from three New England area independent secon-
dary boarding schools. The four student groups were
single-sex school males (SSM, N=170) , single-sex school
females (SSF, N=60) , coed males (COM, N=90) and coed fe-
males (COF, N=55) . Two self-report questionnaires used
were the Tennessee Self-Concept Scale , providing an overall
vii
self-concept score and the Personal Attributes Question-
naire
,
comprised of male-valued ( stereotypically masculine
behaviors determined to be desirable for both sexes)
,
female-valued, and sex-specific attributes. An androgyny
classification ranging from "undifferentiated" (low mascu-
line-low feminine) to "androgynous" (high-high) was de-
veloped from the subscales. The results of this analysis
have revealed important sex and school differences.
With regard to self-concept, it was assumed that
girls would find a stronger challenge than boys in the area
of identity achievement and this would be reflected in a
lower self-concept. However, the two groups showing the
highest self-concept means and the highest androgyny rat-
ings were the COF and SSM. Additionally, the greatest
positive socialization effect can be claimed for females,
regardless of school, while the males were either unchanged
from 9th to 12th grade (SSM) or declined sharply over the
same period (COM). In relation to sex-role attributes,
males were the highest in masculine self-reporting (SSM
specifically) and SSF were the lowest, reflecting both a
sex effect and the relative isolation of these two groups
from the opposite sex. On the female-valued "feminine"
scale, it was the COF (high) and the COM (low) that repre-
sented the extremes. A polarization of attitudes seemed to
viii
develop between the sexes in masculine characteristics at
single-sex schools and feminine characteristics at coed
schools
.
Where the presence of boys seems to benefit the COF
group, the absence of girls appears to help the SSM group
on these dimensions. For the SSM, the unisexual reference
group supports the image of self as strong, self-assured
and competent and self-concepts and "masculine" self-
reporting are correspondingly high. Male friendships flour-
ish and in the absence of competition with (and for) girls,
they are more expressive (high female-valued scores) . This
highly motivated and achievement oriented COF group scored
predictably high on self-concept and showed a high degree
of agency and instrumentality, presumably while preserving
same-sex friendships. The low self-concept scores for the
SSF were not predicted. Contrary to the notion that, free
of competition with males, females at this age will seek
achievement success, the data here is more in accord with
the thesis that frustration of interpersonal success
rather than objective accomplishment success leads to low-
ered self-esteem. Not surprisingly, strong, positive cor-
relations were found between self-concept and androgyny
classifications
.
Due to the cross-sectional nature of this study,
IX
we cannot attribute cause and effect to these relation-
ships. To isolate potentially influential variables and
assess their impact on a concept as global as self-concept
demands a highly controlled, longitudinal design. Further-
more, the school sample is limited in size and the unique-
ness of each school is pronounced and cherished.
It is clear from this study, nonetheless, that
educators must pay heed to the psychological and social as
well as intellectual climates of their communities. Girls
and boys differ, necessarily and artificially, as do in-
stitutions. The "fit" between student and school deserves
more attention than it has received and additional research,
as it serves to elucidate these questions, is vital.
X
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CHAPTER I
INTRODUCTION
Overview
Ever since Hall's then-seminal work on adolescence
(G.S. Hall, 1904), there has been disagreement about the
duration and intensity of adolescence and whether or not
an accompanying crisis is inevitable. There is, however,
general consensus among contemporary theorists and prac-
titioners that adolescence is a difficult time, certainly
a time of stress and even a time of turmoil for most male
and female teenagers in our society. Whether it be called
an "identity crisis" or a period of differentiation between
self and other, for most youth it is a time of questioning,
valuing and evaluating, and establishing boundaries in a
variety of situations. It is a time for taking on new
roles, expectations, and responsibilities. Adolescence
a developmental epoch in our society and educational in-
stitutions must be called upon to respond by providing all
available resources to encourage positive emotional,
social, psychological, and intellectual growth during this
transition period between childhood and adulthood.
1
2The following study examines two aspects of this
developmental period, self-concept and sex-role attitudes
in the context of three independent residential schools.
The remainder of this chapter provides an introduction to
the population and settings as well as the purpose and
rationale for this research.
Independent Schools
Contemporary Perspective . Secondary level boarding schools
date back many years and their roots are to be found in the
English tradition of "public" schooling. In this country,
the phenomenon of "private" education is over three cen-
turies old and after a recent decline, based primarily on
economic factors, is thriving again. Traditionally elit-
ist, it catered to well-educated and wealthy parents who
desired to prepare their sons for the world of religion,
business, science and medicine, government and related
leadership and professional services. With few exceptions,
it was a world created by men for privileged boys. Public
education, while starting out as available to males ex-
clusively did not remain so for as long as the private sec-
tor did. As the public sector opened up, private education
in contrast, and often by design, appeared to be even more
exclusive. The early response to this opening up was
typically not to include females in the all-male settings
3but rather to create exclusively female schools: in many
cases to educate girls and young women socially to the
degree that they would become suitable mates for the pri-
vate school boys and young men. Schools for boys and
schools for girls abounded, sometimes with neighborly af-
filistion, but rarely under one roof.
This was to remain the pattern for many years.
Non-public schools continued their growth in size and num-
bers. The economic prosperity experienced in this country
into the decade of the 1960s was enjoyed by the independent
schools as well. As emphasis on specialization and pro-
fessionalization developed, the competition for college
admission increased dramatically. "College preparatory"
schools, as most secondary level independent schools chose
to call themselves, were in demand for the sons and daugh-
ters of the "Great Society," particularly as those schools
enjoyed a favored position in relation to admissions at
elite universities. Consistent with many private colleges
and universities these schools remained single-sex in-
stitutions. There apparently was little to be gained by
tampering this this profitable formula.
The last ten to fifteen years have seen dramatic
changes in these areas. As a group, private schools did
not remain unaffected by rapidly changing societal values
and the economic instability experienced in this country.
4Students and parents increasingly began to question some
of the traditions that had grown with earlier generations.
As the movement to "humanize" education took hold funda-
mental assumptions were challenged (e.g., emphasis on con-
formity and the highly structured "master-pupil" relation-
ships, ethnocentricism of the school community vis a vis
the "outside world," and segregation of the sexes)
. Pri-
vate schools could no longer afford to "venerate the
permanent (institution) at the expense of the transient
(student) ." (Gaines, 1972, p. 95-7) . While a few schools
anticipated the changing values and increasing demands for
accountability from parents and students, others began
their self-evaluations only after survival was threatened.
Single-sex Schools and Coeducation . Unlike the public sec-
tor where the law guarantees the steady flow of students,
private schools are dependent upon endowment and tuition
and their survival is therefore very closely related to the
quality of performance. (See McLeod, 1973, p. 49) . The
area that drew the most attention was that of single-sex
versus mixed-sex education. While discussion and litera-
ture regarding developmental theory proliferates, there
have been few contemporary efforts made to isolate any
psychological repercussions of separation of adolescent
males and females in an educational setting. Students,
parents, faculty, administrators and trustees all debate
5the issue and often present persuasive arguments for and
against. Ultimately for most their positions rest on
personal experiences which are not to be ignored but often
suffer in their lack of transferability. This lack of ob-
jectivity and qualitative research does not reflect lack
of interest. The fact is, however, that most educational
research is conducted in the public sector (for a variety
of reasons including mass accountability, size of popula-
tion and government support) and single-sex public schools
are virtually non-existent in this country. In this re-
gard, private school leaders need more research data upon
which they can draw in making educational decisions.
Claims continue to be made that one or another type of
school is natural or unnatural, healthy or unhealthy, or
appropriate for one sex or another. After lengthy debate,
many but not all single-sex schools made the transition to
coeducation, some through changes in admissions rates and
others through mergers of boys' and girls' schools (often
called "coordinate" education) . Decisions to change or not
were based on a combination of reasons including economics,
educational and developmental theory, or a desire to main-
tain traditional ways and to provide alternatives.
Two fairly representative arguments from a develop-
mental perspective follow. S. Hyde, Jr., in support of
coeducation writes that historically, "... the
6segregated boarding school education was an extension of
other social instruments for postponing heterosexual
activity." (Hyde, 1971, p. 21). As well, it reflected
the clearly defined sex-roles (male-professional and
female-domestic) and the differences in male and female
interests, activities and responsibilities. Hyde argues
that
:
(a) As societal roles of men and women become
less differentiated, differentiated education loses its
validity
.
(b) Opposite-sex respect and appreciation of simi-
larities and differences requires a shared experience and
separation of the sexes is now a kind of hiatus in the
normal growth process as well as being at odds with the
experience of the majority of the American population.
(c) In this time of social disintegration, there
is value not in increased separateness, but in hetero-
sexual community. The coed boarding school offers this
kind of community, one that is " . . . larger and cooler
than the family but smaller and warmer than the world."
(Report of the Four Schools Study Committee, p. 61) . Hyde
suggests that "... only by educating boys and girls
together can we give the best education to either." (Hyde,
1971, p. 24)
.
In favor of single-sex education, Jane Marks (1976)
7argues that "... a strategic retreat to separate cor-
ners during adolescence may still be one of the best ways
to gear up for a full-blooming, confident adulthood." (p.
29) . For girls particularly, self-understanding may be
more attainable when the focus is less on the development
of heterosexual relationships and more on self—generated
activity and discovery, away from other—dependence and
toward self-motivation. Marks's informal interviews with
boys' school students indicated that some felt less need
to maintain images and were afforded more privacy which
allowed for more individual pacing and flexible explora-
tion of options. Both girls and boys, it has been argued,
can step out of their traditional sex-roles more easily
and with less anxiety in the single-sex environment. Who
are we to believe or is there validity to both points of
view?
Most contemporary independent secondary level
schools, in addition to academic instruction and the teach-
ing of a disciplined pursuit of knowledge and creativity,
claim an emphasis on moral, ethical, social and physical
development. In this regard, the varied programs and cur-
ricula are drawing a more heterogeneous group than in
previous decades. It remains true, however, that a very
high percentage of those attending independent boarding
schools will pursue higher education, advanced degrees,
8and professional training. The percentage for the public
sector is considerably lower. ^ Private schools are selec-
tive with a much heavier emphasis on academic performance.
Given the encouragement and opportunity for
achievement afforded private school students, it becomes
all) the more critical that this influential minority con-
siders to what degree it reflects the nature of today's
changing society, specifically in the area of equal rights
and privileges for females and males and the appropriately
modified roles and opportunities for fulfillment available
to both sexes
.
Purpose of Study
This study examines through data collection and
analysis some of the differences in adolescent regard for
self and regard for others that may occur under various
conditions of gender segregation and integration. The
settings are three matched independent, secondary level
boarding schools. They are (a) all male, (b) all female,
and (c) mixed male and female (coed) . The specific
dimensions to be measured and analyzed are individual
^For the public sector, a sampling of the high
school senior class of 1972 revealed that approximately 50%
started post-secondary education while less than 25% fin-
ished. (Source: Digest of Education Statistics , 1977-78,
Table 88)
.
Corresponding figures for the private school
sector under study here are 95% and 85%. (Source; College
Advisers at the schools)
.
9self-concept (and its evaluative component, self-esteem)
sex-role stereotyping . Analysis of the data will
reveal relationships between the dependent variables of
self-concept and sex-role attitudes and the independent
variables of sex, grade (9th and 12th) and type of school
(single-sex and coed)
.
Definitions
These concepts, including a general frame of ref-
erence for adolescent development, will be thoroughly re-
viewed in subsequent chapters. A brief description of
terms, based on a number of contemporary definitions,
follows
.
Individual Self-Concept . The sum total of all the aware-
nesses and perceptions that one gathers as subject, object
and process. It is pheonomenological and dialectical in
nature, meaning that it develops through social and per-
sonal interaction and at the same time serves as the frame
of reference from which the individual interacts with
his/her environment. It is, at the same time, cause and
effect
.
Self Esteem. That dimension of the self-concept that is
evaluative and reflects self-feelings about the self that
is perceived. It is these feelings of self-value
and
10
self-worth, of confidence and self-approval, that this
study measures and interprets.
Sex-Role Stereotyping . This study examines degrees of
stereotyping, i.e.
,
whether or not and how much subjects
believe that men and women differ in some specified charac-
teristics and are characterized as "masculine" or "femi-
nine" on certain attributes
.
Androgyny
. The concept of sex-role dualism which suggests
that masculine characteristics (masculinity) and feminine
characteristics (femininity) are separate, socially desir-
able components present in both sexes, though typically in
different degrees.
Rationale
Ten years ago this study would have been viewed as
coming too late; many educators were predicting a final
decline for independent boarding schools. Most studies un-
dertaken then were "economic feasibility" reports com-
missioned by the schools themselves. The issue was sur-
vival. But today, this type of exploration takes on new
relevance. For many schools, which just a few years ago
were on the verge of closing, enrollment has never been
higher. Demand has dramatically increased as many parents
once again look for alternatives to their local public
11
institutions. Private school administrators explain this
rise in interest at least in part as a response by parents
to current unrest in public schools (including forced
busing, teacher strikes, a "permissive" atmosphere and
concerns over declining college entrance exam scores) .
Many feel that an independent residential school will pro-
vide the optimum learning and growing environment that
is missing for many young people in public schools. And of
course, a small percentage of parents have sent their
children away to school because they are confused, con-
cerned or frustrated about their apparent inability to deal
with their child's rapid changes and new demands.
Whatever the concerns and motivations of parents
and administrators, more information is needed about what
is occurring within the educational and social environ-
ments described above in order to establish a
growth-encouraging climate and provide appropriate re-
sources .
The remainder of the dissertation will investigate
these issues, beginning with a review of related litera-
ture and research followed by a description of the method-
ology and an analysis of the data. The final chapter
presents discussion of the findings with recommendations
and implications for future research.
CHAPTER I I
REVIEW OF THE RELATED LITERATURE
Theoretical Perspectives
Introduction . In a multi-dimensional study such as this,
the related literature and research must be divided into
major categories and further cirsumscribed in a way that
relates one to another. The major reference point for
each area to be discussed is adolescent development. It is
not, however, my purpose to review the literature on such
a large, encompassing field. Rather, I have sampled
various theoretical perspectives in an effort to provide a
background for the comprehensive review of research that
relates the major variables to one another. The progres-
sion then is from a general theoretical framework to
specific inquiry around the major areas of (a) adolescent
self-concent and (b) sex—roles and attitudes, all within
the context of the residential independent school.
Adolescence as a Developmental Stage . Adolescence, while
perhaps not a time of crisis for all, appears to be a peri-
od of transition for most. Whether inevitable and inexo-
rable, following a biologically, genetically or
emotionally
determined cycle or merely a "creation" of our society,
the
12
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concept of adolescence as a developmental stage is with us.
While the notion of developmental stages dates
back at least to the early Greeks (Kiell, 1964), modern
scientific study of adolescence as a critical, develop-
mental epoch having its own characteristics is generally
attributed to G. Stanley Hall, a pioneer American psych-
ologist and believer in evolutionary social history.
Hall's "recapitulation" theory included five stages of
development: infancy, childhood, youth, adolescence, and
adulthood or maturity. Adolescence begins with the onset
2of puberty and continues until full maturity is achieved.
It is most characterized by "storm and stress" correspond-
ing to the Sturm und drang period of German literature so
full of idealism, revolution, passion and suffering.
Adolescence is a new birth, for the higher and
more completely human traits are now born. The
qualities of body and soul that now emerge are far
newer. The child comes from and harks back to a
remoter past; the adolescent is neo-atavistic , and
in him the later acquisitions of the race slowly
become prepotent. Development is less gradual and
more saltatory, suggestive of some ancient period
of storm and stress when old moorings were broken
and a higher level attained. (Hall, 1904, xiii)
While Hall's theory of recapitulation was argued
from the start, there was little issue taken with his
reflections on the universality of the storm and stress
^For a synopsis of Hall's recapitulation theory,
see Muuss, 1968, p. 32-5.
14
period of adolescence until the anthropological studies of
Margaret Mead and others (accompanied by other theoretical
considerations) began to emerge. The universality of
dynamic tension and "rebirth" a la Hall and others was then
to be regarded as slightly more accurate only when re-
ferring to Western culture. Mead's observations of Samoan
adolescents (Mead, 1961) did not lend support to Hall's
psychological profile of the conflicted "teen," torn be-
tween "antithetic impulses" (Hall, 1904, vol. II, p. 75),
jumping from "... exquisite sensitiveness to impertur-
bability and even apathy, hard-heartedness, and perhaps
cruelty." (Hall, 1904, vol. II, p. 85).
Through this simple category of "opposite
feelings" Hall was trying to describe what is now
thought of as ambivalence of feelings, as a variety
of defensive strategies against unwanted feelings,
and as the experimental virtuosity of the adolescent
in search of identity. (Ross, 1972, p. 327)
Ruth Benedict, adding a theoretical perspective to Mead's
work, concluded that development of the individual is de-
termined by the degree of continuous or discontinuous con-
ditioning provided by their culture. In a culture where
children gain responsibility gradually and steadily, their
emotional and social growth reflect that continuity and
"stages" become less discernible. (Benedict, 1938, pp.
161-7)
.
In part what this led to was a redefinition of
15
adolescence in less specific terms and to include social
influences. Contemporary theorists speak of adolescence
as a psycho-social phase of development, a transition
period between childhood and adulthood. Early adolescence
includes the abandonment of childhood while late
adolescence involves the edification of adulthood.
A. Hyatt Williams (1975, p. 29) adequately defines it as
. . . a process of emotional development and
attempts at adaptation to the new situation with
which the young person is confronted by the changes
intrinsic in having reached puberty [and] it ends
with the stabilization and halting of the psychic
and emotional ferment.
As this study is not cross-cultural, definitions of
adolescence will be limited to the predominantly
middle-class. Western youth society as viewed and ex-
perienced over the past few decades.
Two interesting perspectives on the psychological
and social maturational processes have been presented by
J. S. Coleman (1961) and Edgar Z. Friedenberg (1959).
Coleman comments in depth on peer group influence and the
creation of an adolescent sub-sulture which psychologically
and socially shapes the adolescent, primarily through the
institution of schools. Coleman claims that a clear split
exists between the adolescent subculture and adult society
and that it threatens to widen. This separateness is
cause for concern, if not alarm. Friedenberg, while
agreeing with Coleman that there is such a youthful society
16
own rules and values, extends to a different
conclusion, however. As adolescents push out, society
pushes in, ultimately at the expense of adolescent
self-differentiation. Repeatedly and persuasively,
Friedenberg has postulated that to minimize adolescence
as a developmental phenomenon is to discourage the oppor-
tunity for acquiring the kind of competent, stable,
self-respecting, individuality that equals maturity.
As Friedenberg states it
. . . the emphasis on cooperation and group ad-
justment characteristic of modern life interferes
specifically with the central developmental task
of adolescence itself. This task is self-definition.
(p. 28)
Conflict assumes central importance in the process of
growing up.
Adolescent conflict is the instrument by which an
individual learns the complex, subtle, and precious
difference between himself and his environment. In
a society in which there is no difference, or in
which no difference is permitted, the word "adoles-
cence" has no meaning. (p. 34)
Any description that puts the emphasis on "adaptation"
rather than "differentiation" would be unacceptable to
Friedenberg. In this regard the anticipated increase of
non-differentiation in today's society leads to his central
theme of the "vanishing adolescent." Coleman and
Friedenberg are some distance apart in their conclusions
but the phenomenon of adolescence as a social, development-
al process with separate rules, boundaries, language and
17
values is similarly described. it can be experienced as
inhibiting and homogenizing on the one hand or
self-differentiating and characterizing on the other.
Perhaps it is best described as alternating in-between
with a dynamic tension leading to a sense of self as
primarily being either one of many or one among many.
Structural Changes of Adolescence
Biological Changes . The biological processes underlying
adolescence involve a number of complex physiological and
anatomical changes which are universally experienced but
additionally affected by culture, diet, emotionality, and
other factors. "Puberty is a term which describes the
inevitable, physical, endocrine and physiological changes
which take place when the latency child starts to grow and
mature sexually" (Meyerson, 1975, p. 28)
.
The changes of
puberty include;
(a) Onset of hormonal activity witn increased pro-
duction of adrenocortical and gonadal hormones and the
production of ova and spermatozoa.
(b) Subsequent development of primary and second-
ary sex characteristics and anatomical changes (size,
weight, musculature, etc.) with accompanying performance
changes (strength, coordination, etc.). The sex hormones
apparently act synergistically with the growth hormones
18
producing both the development of biological sexuality
(development of reproductive organs) and the tremendous
adolescent physical growth spurt. When this growth begins
it differs by individual, by sex and by culture to some
degree but the general age range is 10-13 for girls and
12-16 for boys. The average maximum increase in height
takes place two years earlier for girls than for boys. In
general, a more precocious development is true for females
from birth to maturity. For some adolescents the changes
take place over a period of 5-6 years while for others
the changes may be completed in 1-2 years. It is generally
true as well, that the more rapid the growth period, the
more pronounced the psychological reactions. There is no
single more dramatic period of growth than that accompany-
ing pubescence and the demands on the adolescent are
staggering.^ The emotional reactions which can accompany
the physioiogical/anatomical changes are often considerable
and long-lasting. Even when gradual, the appearance of
voice changes, body hair, mature male and female contours
and changes in height, weight, strength and motor ability
can lead to a self-consciousness and sensitivity that were
not apparent during pre-adolescence.
^It is beyond the scope of this study to detail
the complicated bio-physiological changes of
puberty.
For helpful summaries, see also: Group for the
Advance-
Lnt of Lychiatry, Appendix A, 1968: Tanner, 1962,
Mussen,
et al .
,
chap. , 196 .
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An adolescent makes comparisons between himself
and his peers, and depending upon whether he feels
his body arouses admiration or ridicule, his
self-concept and self-esteem are either enhanced or
impaired. The new awareness of body stimulates
essentially new feelings and thoughts which require
a remarkable shift in the integration of the
adolescent. (Group for Advancement of Psychiatry,
1968, p. 24)
The degree of integration can be influenced to a great
extent by social and familial standards and pressures. For
example, how one "measures up" is often defined by the
cultural image of "ideal" masculine and feminine body
type and proportion. The section on self-concept will
develop this theme more thoroughly.
Cognition and Morality . In addition to this discovery of
the body and sexual drives and the accompanying intensifi-
cation of emotionality, there is a second principal
development that occurs during adolescence; the discovery
of the subjective self, of subjective feelings and moods
related to subjective experiences and subsequent amibiva-
lent, conflictual feelings (Kohlberg & Gilligan, 1972).
While these changes are linked to puberty they are also
closely tied to the universal cognitive stages as identi-
fied by Jean Piaget. In brief, Piaget (1972) describes
this invariant sequence as:
(a) Sensorimotor intelligence; age 0-2.
(b) Symbolic thought; intuitive and non-revers'-
ible, characteristic of children up to age 7 or 8
.
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(c) Concrete operations; limited reasoning system
based on objects and actual perceptions, characteristic of
children from age 8 to 11 or 12.
(d) Formal operations; abstract reasoning and
the logic of propositions which allows for generalizations
on assumptions and verbal or symbolic statements. It is
this transition from concrete operations that marks the
cognitive development of adolescents.
The great novelty that results consists in the
possibility of manipulating ideas in themselves and
no longer in merely manipulating objects. In a
word, the adolescent is an individual who is
capable (and this is where he reaches the level of
the adult) of building or understanding ideal or
abstract theories and concepts. (Piaget, 1969, p. 23)
These newly developed powers allow the adolescent,
in a way not possible before, to philosophize and intel-
lectually exercise by doubting and challenging and
debating, often within the peer group but most dramatically
with adults. Through such challenge and debate, the
adolescent can now test a position before taking it fully
on
.
Hence, the adolescent's capacity to understand
and even construct theories and to participate in
society and the ideologies of adults; this is often,
of course, accompanied by a desire to change society
and even, if necessary, destroy it (in his imagina-
tion) in order to elaborate a better one. (Piaget,
1972, p. 4)
Parallels between logical thinking and moral development
have attracted the attention of philosophers, psychologists
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and ©ducators for many ysars now. The research of
Kohlberg (1969, 1972) and others has repeatedly demon-
strated that the attainment of the logical stage is a
necessary, but not sufficient, precondition for attainment
of the corresponding moral stage. The shift in adolescence
from logical inference as a set of concrete operations to
logic as formal operations constitutes the necessary
precondition for the passage from conventional to
principled moral reasoning (Kohlberg 's stages 3/4 and
5/6) .
It is in adolescence, then, that the child has
the cognitive capability for moving from a con-
ventional to a pos tconventional
,
reflective or philo-
sophic view of values and society. (Kohlberg &
Gilligan, 1972, p. 165).
It should here be noted that while the concept of "stage"
does imply an invariance of sequence and a step-wise
progression in development, this does not mean that it is
innate and inevitable and will develop regardless of
environmental stimulation.
Stages are rather the products of interactional
experience between the child and the world, experi-
ence which leads to a restructuring of the child^s
own organization rather than to the direct imposi-
tion of the culture ' s pattern upon the child.
(Kohlberg & Gilligan, 1972, p. 152)
For the first time, issues of relativism, and
questioning of value, meaning and truth become significant
and, for some, predominate. J. J. Mitchell, in describing
the general changes in adolescent moral structure, writes
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that as moral outlook inclines away from moral narrowness
to moral openness it gradually, progressively becomes
abstract rather than concrete, justice-oriented rather
than self-oriented, and cognitively active rather than
passive. (Mitchell, 1975, p. 221-6) . Certainly one
effect of this growth is that moral judgment becomes
"psychologically expensive (Mitchell, p. 226). That is,
it creates emotional tension and fosters anxiety (e.g.,
moral and sexual ethics and impulses working at cross
purposes)
.
Developmental Challenges
The biological and cognitive changes described
earlier are structural in nature. In a sense, they char-
actarize how the ideal- typical adolescent grows physically
and intellectually but they do not attempt to describe
content or what the developing adolescent feels, ponders
and confronts. What are the developmental tasks and goals
facing adolescents, the achievement of which indicate adult
maturity? A sampling of tasks, drawn from various theore-
tical positions follows.
Robert Havighurst (1972) presents an eclectic de-
velopmental tasks theory combining individual needs with
societal demands. His eight tasks for adolescents are;
(a) Achieving new and more mature relations with
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age-mates of both sexes.
(b) Achieving a masculine or feminine social role.
(c) Accepting one;s physique and using the body
effectively (with pride and personal satisfaction)
.
(d) Achieving emotional independence of parents
and other adults (development of affection and respect)
.
(e) Preparing for marriage and family life.
(f) Preparing for an economic career (future
choices) .
(g) Acquiring and achieving a set of values and
an ethical system as a guide to behavior (developing
personal ideology)
.
R. G. Kuhlen (1952) addresses "motives" or motiva-
tional situations influencing adolescent behavior. They
include
;
(a) The need for status and acceptance.
(b) The desire for independence.
(c) Vocational and material motives.
(d) Adherence to codes and ideals.
(e) The need for understanding and completeness,
(f) Sex and other biological needs.
(g) Habits (as motives carrying their own drive
power)
.
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Luella Cole (1959) argues that, short of a cata-
strophe, nature will provide for physical and intellectual
growth. The "real problems" of adolescence are therefore
emotional, social, moral and economic. Normal growth is
pictured as a gradual, smooth series of small changes with
only temporary and incidental difficulties and distur-
bances. The major goals of the adolescent period are;
(a) General emotional maturity.
(b) Establishment of heterosexual interests.
(c) General social maturity.
(d) Emancipation from home control.
(e) Intellectual maturity.
(f) Selection of an occupation-f inancial
independence
.
(g) Proper use of leisure time.
(h) Development of a philosophy of life.
(i) Identification of one's self.
Based on extensive interviews and research, Douvan
and Adelson (1966) summarize the adaptations of adolescents
as focusing on;
(a) Regulating instincts— reworking of internal
controls and changes in self-regulation.
(b) Dissolving infantile dependencies and in-
tegrating new areas of autonomy.
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(c) Developing stable object ties, particularly
heterosexual ties
.
(d) Coming to terms with the superego (ideals,
conscience and morality)
.
(e) Exploring identity possibilities.
A report from the "Group for the Advancement of
Psychiatry" (1968), drawing on a cross-discipline review
of various topics related to "normal" adolescents (vs.
delinquent, alienated or disturbed adolescents), presents
the following transitional tasks
:
(a) Self and parental reappraisal in light of
growing sense of reality.
(b) New value system based on derived or external
and internal judgments and experiences.
(c) Attainment of internal harmony and a workable
relationship with society.
(d) Experimentation and integration of sexual
and aggressive capacities to include: modification of body
image and concept of self as an emerging adult with pro-
creative abilities.
(e) Awareness of future including educational,
occupational and marriage/family goals.
(f) Development and subsequent relinquising of
attachments to peer group with movement toward formation
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of adult relationships characterized by integrity, auto-
nomy and a realistic amount of independence.
Those challenges that continually repeat themselves
in the literature on adolescent development seem to cluster
around the major themes of:
1. Biological and sexual maturation; erotic
expression and expression of affection and tenderness.
2. Independence (from parents); movement toward
autonomy with identity exploration and role experimenta-
tion .
3. Interpersonal relationships; self-validating
relationships reflecting group membership and recognizing
achievement
.
4. Personal and social ideology; integration of
intrinsice and extrinsic values, morals and ideals.
5. Orientation to future; educational, economic
and relationship (marriage, etc.) considerations.
While different theorists, clinicians, and re-
searchers may emphasize one or two as being most apparently
influential, all will acknowledge the need for the expres-
sion, regulation, experimentation with and integration of
each task at one time or another.
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Psychosocial Development
Identity
. The formation and crystallization of identity
is often regarded as the central theme of adolescent
development. All the factors of growth and change, whether
explained genetically, environmentally, biologically,
socially, or interpersonally come to bear on the adoles-
cent's emerging self-awareness and self-consciousness.
Questions of who one is, what one believes and future
goals seem to predominate.
Erik Erikson, in his formulation of a life cycle
theory of stage development, described the adolescent
period as one of eight stages or crises to be negotiated
during the passage from infancy to old age. From his
theoretical, clinical and field study, Erikson has pre-
sented the most comprehensive merger of psychosexual
,
anthropological, and psychosocial developmental theory to
date (Erikson, 1963).
In labelling this schema "psychosocial" he admon-
ishes us not to overlook the interrelatedness of other
areas
.
For the eight stages of psycho-socal development
are, in fact, inextricably entwined in and derived
from the various stages of psychosexual development
that were discussed by Freud, as well as from the
child's stages of physical, motor, and cognitive
development. (Erikson, 1963, p. 257)
As Daniel Offer described it.
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A complex interaction of bio-psycho-social
variables such as child-rearing practices, genetic
background, experiential factors, cultural and
social surrounding, and the inner psychological
world of the individual determines the course of
the development of each person. (Offer, 1969,
pp. 154-5)
A full examination of these interactions (e.g., early
Oedipal object relations and its renascence in adolescence)
is beyond the scope of this study.
While acknowledging the impact of impulse and
instinct, unconscious motivations and ego-super-ego con-
flicts on the development of personality, it is the inter-
personal and psychosocial struggles that take on signifi-
cance during this period of identity crystallization. The
task assumes an added dimension at this stage. In addition
to the developing sense of individual self (past-in-present
or what one is and present- to-future or what one hopes to
be and dreads being) , there is now the sense of individual
in the community, taking into account group ideals and
group identity. (See also Douvan and Adelson, 1966, p.
19) . The young adolescent must "emigrate from family
life, as he has known it as a younger child, and immigrate,
not into the world of adults but [first] into the social
system of teenage society." (Redl, 1969, p. 91).
Erikson's concept of negotiated crises describes a polarity
of potential resolutions which represent the successful
or
f the task at each stage. On theunsuccessful mastery o
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positive side for adolescents is the development of a
secure sense of identity, wherein the individual
. . . simply feels and acts predominantly in tune
with himself, his capacities, and his opportunities
;
and he has the inner means and finds the outer ways
to recover from experiences which impair this
feeling. He knows where he fits (or knowingly
prefers not to fit) into present conditions and
developments. (1971, p. 259)
deLevita, in an examination of the elements and
formants of identity, summarizes Erikson's definition of
identity as comprising
(a) Continuity and self-sameness in time; and
(b) Mutual recognition of each other's continuity,
i.e., a place of one's own in the community (D. deLevita,
1965, p. 194)
.
Unsuccessful resolution or impairment of identity is
described as "identity-diffusion." While temporarily
unavoidable during this period of upheaval, it can result
in either a permanent inability to stabilize or may become
a fixation on a negative identity. Some features of this
diffusion include interpersonal isolation, disturbances in
sexual identification, and overly symbiotic relationships.
(Er ikson , 1956).
The adolescent commitment to identity formation,
then, involves a synthesis of childhood identifications,
personal resources and capacities, social opportunities and
social ideals into a viable self-definition (Douvan &
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Adelson, 1966, p. 15).
Extensive reference will be made to the concept of
"self." For many, it is a collective term that includes
all feelings and sensations which relate to the individual
while "identity" concerns one's feelings about one's place
amongst others and is a part of the self. (See deLevita,
1965
,
p. 163-4) .
It is important to note here that the Eriksonian
psychological stages preceding and following adolescence
emerge and fade and re-emerge during this period of iden-
tity resolution. Stage 4
,
characteristic of elementary
school age children, is the period of industry versus in-
feriority, of doing and making things with others. Lack
of accomplishment and recognition may lead to a sense of
inadequacy and feelings of inferiority. Stage 6
,
the
period of young adulthood, is positively resolved with the
achievement of intimacy, both with self (based on secure
identity) and with others, first in friendship and even-
tually in a love-based, mutually satisfying sexual rela-
tionship. Negative or ineffective resolution may result
feelings of loneliness and isolation, (Erikson, 1963,
p . 266 ).
It has been suggested that normative adolescent
development may in fact be different than the ideal—typical
sequence presented by Erikson. The major difference may be
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found in male versus female orientation to the future.'
Douvan and Adelson argue that the central growth areas
for girls are in the interpersonal/expressive realm
(related both to feminine psyche and the demands of social
reality)
. It is through relationships, intimate connec-
tions and identifications with others that the young
woman comes to know herself. Identity, then, is a con-
sequence of intimacy. For boys, the identity challenge is
for separation and autonomy with special attention to
achievement and occupational choices. The potential for
mature intimacy appears after the identity resolution,
(Douvan & Adelson, 1966, p. 349)
.
While some changes in
gender role socialization have been observed (see Mead,
1970) it appears that the traditional dichotomy still
holds for most. C. Gordon (1972) in his value-theme
dilemma theory of the life cycle notes that the primary
value themes for females cluster around the central con-
cept of security in interpersonal relations. In order
they are affectivity, compliance, expressivity, peer
relationships, acceptance , intimacy, connection, stabili-
ty, dignity, and meaningful integration. Males on the
other hand are taught to give primacy to sensori-motor
^The "dilemma" for adolescents comes in balancing
the paradoxically contradictory values of acceptance and
achievement, one involving integration and the other
differentiation
.
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experiencing, self-control, instrumental activity,
evaluated abilities, achievement
,
personal autonomy,
self-determination, accomplishment, control and again
autonomy. All are value themes having to do with the
core concept of challenge regarding individual performance.
A more comprehensive discussion of sex roles follows in a
later section.
The Importance of Peer Relationships . Virtually all
studies of adolescent psychological development point to
the increased importance of the peer group and peer friend-
ships as youth move through adolescence (e.g., Coleman,
1961; Hollingshead, 1949; and Smith, 1962). As we have
seen, a central challenge of this developmental stage is
to incorporate the decreasing emotional dependence on
adults with the increasing importance of peers in the
socialization process. Some broad positive functions of
peer relations include:
(a) As in childhood, an opportunity to learn from
interactions with age-mates, to develop age relevant skills
and social behavior, and to share similar problems and
feelings .
(b) An opportunity for mutually rewarding inter-
actions that may not be possible with parents who, inten-
tions aside, can not share or understand the conflicting
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emotions of adolescence.
(c) A chance for corrective experiences that may
have been missing during childhood (e.g., warm, supportive,
non-manipulative relationships)
.
(d) The experience of reassurance through affilia-
tion, which is particularly vital during this period of
identity fluidity. (See Conger, 1973, p. 266-71).
Other functions have been characterized as:
(a) Encouraging a change in status from derived
(family) to earned primary (peer group)
.
(b) Providing an opportunity for self-determina-
tion and authority in setting standards.
(c) Providing a stabilizing effect during this
transitional period. (Ausubel, 1954).
Conger and others (McCandless, 1970, p. 425;
Douvan & Adelson, 1966, p. 352) point out that the gap
between parental and peer values, opinions, standards and
influences is neither inevitable or as great as it is often
generalized to be. As Friedenberg has argued, adolescent
rebellion and the conflict that ensues does not mean "war"
and need not involve hostile action. While there may be
hostile feelings at times, "... there need be no intent
to wound, castrate, or destroy on either side."
(Friedenberg, 1959, p. 34). In fact, the middle majority
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of adolescents tend to avoid overt conflict and consider-
able overlap of values and influences in all areas is more
common than not (Douvan & Adelson, 1966, p. 352) . The
nature and extent of the parental-peer conflict depends
upon the style of parenting (from standard-less,
laissez-faire to inflexible authoritarianism)
,
setting
(including the presence or absence of peer groups) and the
behavior, values, and norms of those groups. Lasseigne's
research (1975) showed that while peers continue to be
more influential than parents in the area of moral be-
liefs, parental influence had increased significantly in
these areas in a decade's time. Brittain's study (1963) of
competing influences showed that adolescents perceive
peers and parents as competent guides in different areas.
Peers tend to be more influential in areas where social
values are rapidly changing and where immediate conse-
quences are anticipated whereas parents held sway over
long-term decisions (e.g., career orientation). Offer
and Sabshin (1974) concluded from their research that
. .
independence could be achieved without a
significant devaluation of parents . . . when the
parent could keep the issue in perspective, by
and large the adolescent would achieve the victory
needed for his sense of self-esteem. These
battles could be won without the adolescent having
to jeopardize parental support. (p. 151)
Sherif and Sherif, in a careful study of adolescent behav-
ior as a function of reference groups in specified
settings
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noted that:
The extent to which such an informal formation
becomes the center of the universe for an individual
member is proportional to the degree of disruption
of other ties (with family, school and other social
establishments)
,
and proportional to the degree
that the group and its activities serve as vehicles
for joint action towards the fulfillment of goals
he feels denied otherwise (social, financial,
sexual, and so on). (1964, p. 247)
So, while a total rejection of parents and other
authority figures is not a necessary part of maturation,
the development of autonomy and identity does necessitate
a change in object ties, from childhood dependence on
adults to the give-and-take of peer reference groups.
One widely utilized schema for describing the
structural development of the peer group is that presented
by Dunphy (1963, p. 236) in Figure 1. His model suggests
an order, not rates or ages. Stage 1 represents the per-
sistence of the same sex, preadolescent "gang" into ado-
lescence proper. With Stage 2 comes the first movement
towards heterosexuality but it is with single-sex cliques
relating to cliques of the opposite sex. Such interaction
is often antagonistic and rarely individual. Stage 3 sees
the heterosexual clique for the first time. Individuals
begin to interact and the first dating occurs. These
adolescents maintain a dual membership in both the uni-
sexual and heterosexual cliques. Stage 4 reflects the
transformation of the group, whereby unisexual cliques are
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Late Adolescence
Stage 5: Beginning of crowd
disintegration. Loosely
associated groups of
couples
.
Stage 4: The fully develop-
ed crowd. Heterosexual
cliques in close associa-
tion .
Stage 3: The crowd in
structural transition.
Unisexual cliques with
upper status members form-
ing a heterosexual clique.
Early Adolescence
Stage 2: The beginning of
the crowd. Unisexual
cliques in group-to-group
interaction
.
Stage 1: Pre-crowd stage.
Isolated unisexual cliques.
E3 Boys S Girls
^ Boys and Girls
Figure 1. Social Structure of Urban Peer Groups.
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reorganized and reformed as heterosexual cliques. "While
the cliques persist as small intimate groups, their mem-
bership now comprises both sexes." With Stage 5 (late
adolescence) comes less need for the support and resources
of the larger "crowd" and cliques consisting of hetero-
sexual couples begin to form (Dunphy, p. 239). The
primary function of this clique-to-crowd progression is
that it allows and, in fact, encourages the individual's
transition from the unisexual relationships of preadoles-
cence to the full development of the heterosexual role.
Harry Stack Sullivan's (1953) heuristic classifi-
cation of developmental stages helps to explain the psycho-
logical forces and motivations behind a map like Dunphy ' s
.
Sullivan's juvenile era
,
or elementary school ages (cor-
responding approximately to Erikson's Stage 4, Industry
vs. Inferiority), is the child's "first big plunge into
socialization" (Sullivan, 1953, p. 244). Here the juven-
ile learns styles of competition, cooperation and compro-
mise. Discriminatory skills begin to develop that will
enable him or her to see authority figures, for instance,
as whole persons rather than institutions. They begin to
move from self-centeredness to other-relatedness . A
major need is for similar people (peers) as playmates. It
is during this period that one's "orientation in living
among people" (p. 244) becomes organized. The need for
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acceptance (versus exclusion) is a part of this age of
socialization
.
The next stage, preadolescence
,
marks the develop-
ment of a new type of interest in another person, spe-
cifically in a particular member of the same sex. This
"isophilic" (p. 264) choice of a "chum" seems to occur
between 8-11 years of age. This stage of interpersonal
intimacy is characterized by a new kind of collaboration
(or sensitivity to another) and is the early manifestation
of adult love. From this highly refined friendship, the
concept of mutuality takes shape. Clearly Sullivan at-
tributes great signifidance to these isophilic attachments
of preadolescence. It appears that sexual contact is un-
important unless someone (usually an adult) chooses to
make it so. The clinical experience and research of Bios
(1962)
,
Conger (1973) and Douvan and Adelson (1966) ,
among others, supports this notion that such isophilic
love in and of itself is not related to adult homosexual-
ity, but rather appears to be a precondition for later
cross-sex relationships and mature love. In fact, 'if
not essential to ultimate heterosexual love, [it] certain-
ly tends to pave the way toward it and enrich it" (Fried-
enberg
,
1959, p. 49).
For Sullivan this period ends with puberty and
genital sexuality. The early adolescent phase reflects
a
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change in the object of intimacy, from isophilic to heter-
ophilic, from someone quite similar (same sex) to someone
significantly different (opposite sex)
.
This change in choice is naturally influenced
by the concomitant appearance of the genital drive.
Thus . . . the change from preadolescence to early
adolescence appears as a growing interest in the
possibilities of achieving some measure of inti-
macy with a member of the other sex, rather after
the pattern of the intimacy that one has in pre-
adolescence enjoyed with a member of one's own sex.
(Sullivan, p. 264)
This need for opposite-sex intimacy accompanied
by the new-found motivation to sexual activity (Sullivan's
"lust" dynamism, p. 263) is often in part satisfied in its
early stages through two member group or "chum' communica-
tions leading to the formation of unisexual groups and
eventually heterosexual crowds. Late adolescence , then,
represents the final consolidation of the intimacy needs.
It is marked by the achievement of satisfactory genital
activity as well as trial and error learning through
interpersonal relations. In late adolescence, one re-
fines relatively personally limited experience into the
consensually dependable, which is much less limited (p.
299). The partially developed aspects of personality
be
gin to come together as evidence of individual and
inter-
personal maturity. Finally, adulthood is described
as
the period when one is able "to establish
relationships of
love for some other person, in which
relationship the other
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person is as significant, or nearly as significant, as
one's self" (Sullivan, 1953, p. 34). It is this highly
developed intimacy which is the "principal source of
satisfactions in life" (p. 34).
While Sullivan focuses more on individual than
than group development, the overlaps with the Dunphy
paradigm are apparent. The socialization skills learned
through the playmate activity of the juvenile era are
honed and refined as collaborative skills through pre-
adolescent individual same-sex friendships. With the de-
velopment of erotic interests comes the mixing of the
same-sex pairs in small groups. As the self-preoccupations
decrease and interest in the opposite-sex increases, the
heterosexual cliques take on more importance as secure
testing grounds. The maturing adolescent, now more confi-
dent in his or her self, begins to relate differently to
others—with trust and confidence and sharing. The ado-
lescent, now as individual, can relax his/her hold on the
peer group to some degree and begin to 'couple as the
satisfaction of intimacy needs is even further defined and
refined
.
Friedenberg ' s Sullivan— flavored interpretation of
the challenge of adolescence calls for: (a) the develop-
ment of the capacity for tenderness and (b) attitude of
respect for competence. Tenderness develops through a
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progression from self-love (autophilic) to same-sex
attachments (homophilic) to opposite—sex relationships
(heterophilic) constituting a process rather than a con-
quest and characterized by emotional responsiveness and
sensitivity. Respect for competence in oneself and others
is crucial to self-def ini tion and autonomy for it is an
adolescent's skill (whether excellence in mathematics or
car stealing) that identify one to oneself and keep him/
her from getting lost (Fr iedenberg
,
1959, p. 40).
Self -Theory
In past years, studies of the "self" have re-
ceived considerable attention from psychologists, sociolo-
gists and scientists. While many have made significant
contributions to theory and research about self and self-
concept, those listed below have exerted the most impor-
tant influences on the conceptual structure of this sec-
tion .
The self of interpersonal, perceptual and phenome-
nological psychology is seen as sub j ect , ob j ect , and pJ^o~
cess. As subject, the self is an agent of action, focus-
ing on events external to the individual. As object, the
self attends inward and is the object of its own action
and consciousness (see Duval and Wieklund, 1972). The
subjective "I" acts upon the "me" as object which in turn
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sets the parameters within which the "I" operates. "The
constant dialectic between and 'me' constitutes the
process of self" (Thomas, et al., 1974, p. 21). The con-
cept of self develops interactionally
. Combs, et al.
(1976, p. 160) describe this phenomenal self as behaving
according to how he or she perceives the situation and him
or herself at the moment of his or her action. Awareness
(conscious feelings, cognitions, and perceptions) deter-
mines actions which in turn affects awareness.
The dialectic of subjective self and objective
self -in-process is accounted for by social and personal
interaction. G.H. Mead (1934) was one who influentially
amplified earlier explorations of the self and its rela-
tion to social environment. He viewed the self as a
learned perceptual system which develops through communi-
cation and role-taking. For Mead, the existence of a self
was based on a capacity to get outside of oneself experi-
entially and take the point of view of others and from
the others' perspective, view oneself as object. In this
regard, the self is both social and reflexive/reflective
as one becomes self-conscious according to how others react
to one as an object.^
^E.L. Quarentelli and J. Cooper ( Sociological
Quarterly 7, 323-43, 1966, "Self-Conceptions and Others:
A Further Test of Meadian Hypotheses") found that "per-
ceived rather than actual response of others is the more
important in the formation of self -conception" (p. 297) .
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Self-concept, then, can be described as developing
through interaction (self-in-process) while serving as the
frame of reference through which the individual interacts
with his/her environment. It is created by individual
perception and interpretation of a combination of endowed
abilities (heredity) and impressions of one's environment
(Adler, 1969).
As LaBenne (1969) describes it, self-concept
is the person's total appraisal of his appearance,
background and origins, abilities and resources,
attitudes and feelings which culminate as a direct-
ing force in behavior. (p. 10)
Furthermore, self-concept
defines for the person his status and functions in
society. It regulates and helps to control his
behavior over long periods of time. Although the
more superficial parts may vary with the situation,
other parts endure in most individuals and probably
form the core or "nexus" of personality. (Raimy,
1971, p. 104)
From the work of William James on (see Gergen,
1971, p. 6) , the self was envisioned as a complex system
containing many subsystems (James described an empiri-
cal" self which contained a social self, spiritual self
and a physical self). R. Strang (1957) suggests four
dimensions of the self, including:
a. basic self—who one things he/she is funda-
mentally .
b. transitory self—may change according to mood
or recent experience.
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c. social self— as others see him/her.
d. ideal self—as one hopes or wishes to become
or be
.
W. Fitts considers self-concept according to the interac-
tive dimensions of physical, moral-ethical, personal,
family and social selves (Fitts, July 1971). Furthermore,
he describes three principal parts or subselves of the
"self." They are:
a. Identity self--the unseen core, the self-as-
object, "who am I." The primary source of material for
this subself is the
b. Behavioral self— the self-as-doer , the readily
observable outer layer
,
the internal and external conse-
quences of behavior which affect the identity self. In-
teraction between Identity and Behavioral Self is mediated
by the
c. Judging self, described as the middle layer
or self-as-observer and judge, the self-evaluator . While
partially introjected from values and standards of others,
it may also include pleasure of impulse satisfaction or
pride in resisting an impulse. Fitt's Tennes see Self-
Concept Scale is the measure of self-concept used in this
study
.
In an update of her seminal work on self-concept
has schematized the multiple sub-theory, Ruth Wylie
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classifications of self-concept as shown in Figure 2.
Self-esteem and self -acceptance . One dimension of the
self-concept that regularly emerges in the research is
some measure of the evaluative tendency of the self which
provides the material for self-esteem. Once perceived,
what value does the individual ascribe to the self per-
ceived and does this lead to feelings of self-worth and
self-acceptance? "Who am I?" (self -perception) carries
with it the question of "How do I feel about who I am?"
These self feelings or attitudes are the affective, emo-
tional responses of an individual to him/herself upon
(first) perceiving and (second) evaluating his/her own
attributes and behaviors. Kaplan (1975) argues that the
self-esteem motive is a dominant one in the individual's
motivational system.
The self-esteem motive is defined as the need of
the person to maximize the experience of positive
self-attitudes or self -feelings and to minimize
the experience of negative self -attitudes or feel-
ings. (Kaplan, 1975, p. 10)
This motive is viewed as the normal and logical outcome of
a progression from:
a. the infant's early dependence upon adults for
satisfaction of basic biological needs, to
b. successive development of the need for the
presence of other human beings, to
c. the expression of positive (and avoidance of
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Figure
2
.
Classifications
of
the
Self-Concept.
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negative) attitudes toward him/herself by others, to
d. the experience of positive (and avoidance of
negative) self-attitudes (Kaplan, 1975, p. 19).
Certainly many theorists would concur that self-enhancement,
perservation and maintenance and the thrust toward self-
satisfaction is a basic motivation in human beings.
Closely related to self-esteem or self-worth is the notion
of self -acceptance . As Carl Rogers describes it.
As experiences occur in the life of the indi-
vidual, they are either symbolized, perceived and
organized in some relationship to the self; ignored
because there is no perceived relationship to the
self structure; denied symbolization or given a
distorted symbolization because the experience is
inconsistent with the structure of the self. (Rogers,
1951, p. 503)
In other words, behavior may differ from self-def inition
in which case the individual may experience threat and
feel insecure or inadequate. Or he/she perceives self as
behaving in a manner consistent with his or her picture of
self and feels adequate, secure, and a sense of worth.
Nature (I am), capacities (I can), values (I should/should
not) and aspirations (I want) are not so disparate or dis-
junctive as to force denial or distortion in the process
of self-enhancement. In this regard, perception is selec-
tive and self-serving (both positively and negatively)
.
For Rogers the goal is congruence, congruence
between one's
being and functioning or a close matching of awareness
and
ladjustment depend upon theexperience
.
Adjustment and ma
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congruence between perceptions as experienced and the self
as perceived" (Rogers, 1947, p. 365).^ H.S. Sullivan, in
slightly different terms, speaks of "parataxic" experiences
,
which are logically ordered and " consensually validated"
perceptions (Sullivan, 1953, p. 29). Jourard (1957) main-
tains that positive self -attitudes appear to hinge upon
congruence between the "real self" (modeled after parents'
personalities) and the "self-ideal" (identification with
parents as super-ego and ego-ideal) (p. 380)
.
This de-
velopmental trend seems to go from
an identification in early childhood with a parental
figure to a stage in late adolescence which may be
symbolized by an attractive, visible young adult, or
by an imaginary character who is a composite of de-
sirable qualities. Intermediate in this trend is a
stage of romanticism and glamor, when the ideal self
is a glamorous, unreal character such as a movie star,
a military figure, or a character in juvenile fiction
who possesses super-human abilities. (Havighurst and
McDonald, 1955, p. 273)
It must be noted that congruence does not mean equivalency
and that some degree of discrepancy between the ideal self
and actual self is realistic and often constructive (Mc-
Candless, 1970, p. 453). Among adolescents, some discord-
ance between self -conception in relation to peers seems to
be a necessary part of development and the conception that
^Rogers's 19 propositions for a 'theory of person-
ality' (1951) remains the clearest formulation of these
dynamics. His theory "pictures the end-point of person-
ality development as being a basic congruence between the
phenomenal field of experience and the conceptual structure
of the self" (1951, p. 532)
.
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the adolescent has of others can serve as an incentive in
self -development
.
Determinants of self-concept . As can be inferred from
the phenomenological description of self-concept presented
above, self-concept is built, achieved, and maintained
through social experiences. C.H. Cooley (1902) first used
the metaphor of the "looking-glass self" in conceptualiz-
ing the self as an internalized reflection of various
7
audiences' responses to the individual. Many researchers
have found that relationships with "significant others"
(i.e., those who most intimately administer the rewards
and the punishments) are the most important influences in
identity development (LaBenne, 1969, pp. 13-14). While
economic, cultural and other environmental conditions do
influence self-esteem, they do not seem to approach the
degree of significance that family relationships carry.
(See Rice, 1975, p. 149.) Coopersmith ' s (1968) ambitious
study of self-esteem "antecedents" revealed some general
conditions that pointed to high self-esteem. They included
such factors as:
a. parental acceptance of an unconditionally
"^See Gecas, et al. (1974) for an explication of how
a child's self-concept is more closely related to
"mirror
inq" (whereby parents' evaluation of the child is positive
Iv related to child's self-concept) than to modeling
(whereby parents' self-concept is positively related to
child's self-concept).
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positive nature.
b. clearly defined and enforced limits of beha-
vior (firm but flexible).
c. respect and latitude for individual deviation
within those limits.
d. high parental self-esteem (Coopersmith
,
1968,
pp. 96-107).
Other studies support these conclusions in relat-
ing high self -esttiem to general parental interest in the
child (Rosenberg, March 1963, pp. 35-49; Rosenberg, 1965)
and the presence of positive, warm, affectionate family
relations (Bachman, 1970). In a series of studies relat-
ing adolescent self-esteem and social identities to family
interaction, Thomas et al. (1974) concluded that "parent-
al support has a substantial and consistent influence on
adolescent self-esteem. Children raised by emotionally
supportive parents conceive of themselves as happy, active,
good, and confident individuals" (p. 61). Contextual
variations are important as well. For example, parental
support was found to be least related to self-esteem in
peer context, or when the adolescent's frame of refer-
ence is his/her peers. Contrary to Thomas's predictions,
however, parental control was found to weaker in its ef-
fect on adolescent self-esteem and much less general than
imagined. It was also discovered to be significant for
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males but not for females (Thomas et al., p. 62). The
cumulative effect of support and control did show that the
high support/high control combination of child-relating
styles was associated with the highest self-esteem mean,
high-support/low control was second, low support/high
control was third and low support/low control usually had
the lowest self-esteem mean (Thomas et al., p. 29).
Gender, sex-roles and identity development . In the dis-
cussion of literature to this point, limited references to
sex differences have been made. Males and females have
been subsumed under the general category of 'adolescence
and references to the self-concept have rarely been sex-
specific. Assumptions have been regularly preferred that
the universality of puberty permits us to present the com
monality of the adolescent experience with little atten-
tion to the different issues facing males and females in
this society. What are these differences based on? A
diverse assortment of compelling arguments and supportive
research regarding the relative influence of biology,
psychology and culture on human sexuality and sex-role
identity have emerged as prominent at one time or
another.
While it is beyond the scope of this study to
review them
in depth, some degree of reconciliation of
positions is
appropriate to this review. It would seem to be
the case
that there is no basis for simple,
deterministic accounts
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of the development of sex differences formulated in either
biological or sociological terms. While the balance may
be slightly on the side of cultural variables, genetics
are at the very least complementary. As Rosenberg and
Sutton-Smith (1972) have pointed out in their review of the
various theoretical explanations of sex role identity
,
"nurture can ignore nature, but usually chooses not to do
so" (p. 80). As for the variant theoretical claims,
each theory is particularly appropriate to certain
types of data at certain age levels. Psychoanaly-
sis seems to tell us best about the origins of the
affective aspects of sex role development in infan-
cy; social learning theory does its best work in
accounting for modeling behavior in childhood;
sociology demonstrates the cognitive linkage of
these sex roles to broader adult familial and occu
pational roles; and anthropology is able to illus
trate the way in which sex role, particularly in
adolescence, is one of the distinctive forms of
cultural functioning. (Rosenberg and Sutton-Smith
,
1972, p. 80)
Maccoby and Jacklin (1974), in their comprehensive
review of the literature on sex differences, have
similar-
ly taken an " interactionist" position, noting
three major
factors that affect the development of sex
differences.
They are:
[a] genetic factors, [b] shaping of boy-like
and
girl-like behavior by parents and ?
ina aaents and Ic] the child's spontaneous
learn
ing of behavior appropriate for his sex
through
imitation. ... Not only do the three
kinds of
processes exert their own direct
they interact with one another. (p.
3bU)
With the onset of puberty (and the
heightening of
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sex differences) and moven\ent into adolescence, sex roles
and sense of self assume an increasingly phenomenological
relationship whereby each appears to be defined and shaded
by the other.
Whether the major developmental challenge at this
stage is characterized as "desattelization" (Ausubel, 1954),
"self-governance" (McCandless, 1970) or resolution of the
identity crisis through autonomous decision-making (Erik-
son
,
1968)
,
it seems apparent that the movement toward that
goal is different for males than it is for females. Based
on their studies, Douvan and Adelson (1966) conclude that:
Identity for the boy is a matter of individuat-
ing internal bases for action and defending those
against domination by others. For the girl it is a
process of finding and defining the internal and
individual through attachments to others. (p. 348)
For males, the areas of achievement, autonomy, authority
and control are major concerns whereas for females, inter
personal relations (friendship, popularity) and intimate
connection have been the key to integration. From this
perspective, males most often achieve identity before in-
timacy whereas females are apt to gain identity as a con
sequence of intimacy. In similar terms, psychoanalytic-
ally-oriented Peter Bios writes that:
the girl is far more preoccupied with the vicis-
situdes of object relations than the boy; his
energies are directed outward toward the co^tro
of and dominance over the physical world.
ine
girl, in contrast, turns—either in fact or
fan
tasy—with deep felt emotionality, mixed of
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romantic tenderness, possessiveness, and envy to
the boy. While the boy sets out to master the
physical world, the girl endeavors to deal with
relationships. (Bios, 1972, p. 61)
Parsons and Bales (1955) categorized sex-differentiated
behaviors as "instrumental" (male) and "expressive" (fe-
male).^ Instrumentality is concerned with adaptation to
the conditions of external situations and establishment of
satisfactory goals in relation to those situations. Ex-
pressivity is concerned more with internal relations,
harmony and emotional reactivity.
The universal fact that women are more intimate-
ly concerned with early child care than are men
(with lactation playing a very fundamental part) is
the primary reason why the feminine role, in the
family as well as outside, tends to be more expres-
sive in this sense than the masculine. (Parsons,
1964, p. 60)
Kagan and Moss (1962) argued that the stability of
certain personality traits is highly contingent upon their
correspondence to traditional sex-role conceptions and
Douvan and Adelson (1966) concurred that in order to
achieve some clear measure of personal integration, boys
and girls must have clear notions about and goals
rooted
in adult masculinity and femininity, respectively
(p. 343)
.
^
^D. Baken (1966) wrote of
"agency" and "communion."
^The research of Steriker
Connell and Johnson (1970) showed
but not females.
the parallel concepts of
and Johnson (1977) and
this to be true for males
A significant body of research is beginning to
appear in the literature with special emphasis on sex-
55
role stereotypes, masculinity and femininity, and the con-
cept of duality in sex-roles. Rosencrantz et al. (1968),
working with a college population, identified character-
istics which differentiated the "typical man" from the
"typical woman." These were described as sex-role stereo-
type items reflecting "male-valued" and "female-valued"
behaviors. The items are similar to the instrumental-
expressive and agency-communion characteristics noted
above. Others, notably J. Spence and her colleagues
(1974, 1975) have refined these as measures of masculinity
10
and femininity as well as relating them to self-esteem.
Bern (1974) has added to the work of Bakan (1966) , Carl-
son (1971)
,
Block (1973) , and Constantinople (1973) by de-
scribing the concept of "androgyny" as a balance of mascu
line and feminine characteristics. Spence et al.'s (1975)
definition of androgyny as "possession of a high degree of
both characteristics" seems to be coming into favor late-
lOj^ discussion of these measures follows in the
chapter on Methodology .
^^Many readers may be surprised to find that Freud
was aware of such a potential and wrote that:
til human individuals, as a result of their bisexual
disposition and of cross-inheritance, combine in
selves both masculine and feminine characteristics.
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Dellas and Gaier (1975)
,
in a discussion of iden-
tity options available to young women, point out that the
major problem facing the adolescent girl in achieving a
sense of identity has to do with choosing and making deci-
sions, behaviors that imply autonomy and independence.
Unlike the adolescent boy, who is instructed in and praised
for such behavior from infancy, the girl is expected to
"connect" and engage interpersonally and therefore is ill-
prepared to make autonomous choices. They wonder if a
"bi-modal sexual identity" (in this instance being a
woman and being a person in one's own right) isn't most
suited for today's changing demands.
Thus, commitment to family coexists with al-
legiance to a career. Esteem is derived from suc-
cessful aff illative relationships in the family and
from professional achievements. Functional traits
are a blending of the masculine and the feminine
skill in interpersonal relationships, sensitivity,
independence and need achievement. Nurturance walks
hand in hand with ambition and making something of
oneself with support of others. Identification
becomes synthesis of the primary maternal figure
with masculine models. (Dellas & Gaier, 1975, p. 402)
It may be as well that the sex role identity
changes as a function of age or according to development-
al stages. Behavior (e.g., highly "masculine") that seems
to serve the adolescent boy well, may need modification
to
serve the demands of adulthood. Conversely, an
apparent
so that pure masculinity and femininity remain
theoretical constructions of uncertain content.
(Freud, 1948, Vol. V, p. 197)
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lack of adjustment as evidenced by less adequate sex role
behavior, may sometimes lead to the development of coping
activities [e.g.
, intellectualism
,
aesthetic appreciation,
and concern for social problems] that would remain latent
or underdeveloped in the absence of stress" (Rosenberg and
Sutton-Smi th
, 1972, p. 85)
.
While the concept of "sex-
appropriate" behavior was clear and palpable even a
decade ago, there is evidence that sex differences are
diminishing and changing in nature among today's youth.
Some contemporary studies have shown, for example, that
both males and females are becoming more expressive than
instrumental in their pursuit of knowledge and meaning
(Rosenberg and Sutton-Smith
,
1972, p. 89). While these
changes are often mitigated by class, race, or other cul-
tural factors, it would appear that the changing nature
of sex-roles in many sectors of today's society carries
with it the possibility of new definitions for personal
integration and social effectiveness rooted in androgynous
balance rather than either high masculinity or high femi-
ninity. Old definitions of normality and typicality in
this area are changing daily.
Summary. As can be seen from the previous section, a con-
fluence of demands press upon the adolescent, challenging
him or her to meet the conflicts that inevitably arise in
adaptive and dif ferentiative ways. The developing physical
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©mo t ive— rat iona 1 self, the emergence of the peer group as
a primary influence and the identity-intimacy dilemma
(Gordon's achievement-acceptance paradigm) that begins to
predominate at this life stage, all tax the young student
in ways not previously experienced.
A summarization of the major conceptual perspec-
tives and the questions that influenced the theoretical
direction of this study is presented below.
(a) Erikson (1968), Gordon (1972), Douvan and
Adelson (1966) all envision adolescent maturation as a
period of preoccupation with matters of self-definition.
Answers to the question 'Who am I?' necessarily turn on
the resolution of identity and intimacy issues. Both
males and females, perhaps from different ends of the
spectrum, must struggle to find a balance between security
in interpersonal relations (acceptance and integration)
and the challenge of individual performance (achievement
and differentiation)
.
(b) The influence of social experiences on this
developing self has never been so potentially powerful as
during the early adolescent phase. Dunphy's (1963) para-
digm and Sullivan's (1953) theoretical classification of
adolescent developmental stages, characterize healthy de-
velopment as a venturing out from same-sex to opposite-
sex intimacy and experimentation. The
interactional give-
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and-take of peer reference groups is theoretically vital
to the maintenance or modification of the self-concept.
A significant difference between pre-adolescent and
adolescent attachments is found in this burgeoning inter-
est in heterophilic relationships and the potential for
achieving "some measure of intimacy" (Sullivan, 1953) with
a previously avoided member of the opposite sex.
(c) With the changes of puberty comes a heightened
sense of sex differences. Sex-roles and self-concept be-
come increasingly phenomenologically related as the ado-
lescent ventures into preliminary exploration of these
differences with opposite-sex peer groups. Conger, in a
powerful statement on the challenges and tasks facing the
teenager, declares that:
in brief, it appears that the young person who will
be best prepared for both social and vocational
responsibilities in adult life, and also for the
intimate, emotional demands of marriage, will be
one who has been able to try out a variety of social
and personal roles. Optimally, this means involve-
ment both with opposite-sex peers and with close
friends of the same sex in the early years of ado-
lescence and in the later years of adolescence, an
opportunity to develop meaningful, trusting, and
mutually supportive relationships with an opposite
sex peer. (Conger, 1973, pp. 309-310)
The major questions of this study are based on
this phenomena of a developmental progression from homo-
philic to heterophilic object-attachments. Does the
separation or integration of the sexes in these different
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settings (all male, all female, coed schools), for these
particular age groups (ninth and twelfth graders) seem to
be reflected in their self-concepts and attitudes regard-
ing sex roles? Secondarily, how are sex-role stereotyping
and self-concept related for these groups?
Having introduced these variables conceptually, the
following inquiry into contemporary research will examine
the consistency of adolescent self-concept and self-
concept as it relates to sex-roles, particularly in the
context of residential secondary schools.
Contemporary Research
Impact of self-concept on adolescence . The development of
a healthy, positive self-concept (coupled with the physical
self-image and a social identity) appears to take on new
import during adolescence. McCandless (1970) writes that
"changes in the self-concept are demanded by the course of
development" (p. 467). Bodily changes of pubescence force
revisions in the self-concept "from immature child to
generative adult, capable not only of parenthood but of
creative, independent, productive endeavor" (p. 467). He
adds that "milestones demanding self-concept change are
dictated by social organization interacting with the de-
velopmental process" (first grade at age 6, high school
at age 14, etc.) (p. 467).
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Individuals, as adolescents, in a more mature way
can begin to regard themselves as objects and increasingly
are the subject of self-evaluation. The self can now be
seen as changeable and capable of redefinition and reforma-
tion, often in accordance with some more desirable or ideal
character. This of course can lead to a greater sense of
separation and isolation as well.
The formal operations described by Piaget make it
possible for the young person to see himself from
the perspective of others, and this must have a
significant impact upon the self. Moreover, the
ability to think about thinking allows the adoles-
cent to discover the privateness of his thought
and the social isolation of his reflective self.
(Dragastin and Elder, 1975, p. 55)
We can say, then, that the intense self-consciousness of
adolescence is due to the interactive effect of physical
changes and accompanying self-awareness as well as the
cognitive reorganization which allows for changes in the
sense of self due to increased discriminatory skills and
increased self-evaluation.
Consistency of the self-concept. One aspect of the self-
concept that comes under scrutiny in this study is re-
lated to changes over time. Given the challenges of self-
differentiation and self-definition, which seem to be the
preoccupying motives to most adolescents, how do their
self-pictures reflect the attendant uncertainties? The
limited research that is available on this reveals dis-
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agreements in conclusions. Powell (1963) in a careful
review of (pre-1963) research, maintained that there was
generally more inconsistency than consistency in adoles-
cent s self-concept" (p. 133). Others argue this, however.
In a longitudinal study of 8th and 10th graders, Engel
(1959) concluded from two year retests that self-concept
relatively stable. It was noted also that positive
scores increased significantly and those with the lowest
scores were least stable in self-concept, i.e., they
showed the most fluctuation in moving from negative to
positive self-concept. Carlson (1965) found self-esteem
(reflecting the degree of real/ideal-self congruence) to
be a "relatively stable dimension of the self, and one
which is independent of sex-role" (p. 665)
.
Washburn
(1961) in a study of self-concept patterns among high
school and college students, found the self-concept to be
a "relatively enduring aspect of the personality" (p. 123).
Monge's (1973) study of 6th through 12th graders concluded
that the "evidence for a restructuring of the self-concept
around and after pubescence was very slight for boys and
modest for girls" (p. 391). Beemer (1971), in studying
changes in the self-concept of children and adolescents
(one-time, 1st through 12th grades) concluded that there
was a direct relationship between change toward positive
self-concepts and ascending grade level and that during
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adolescence both males and females had areas in which
each had more positive self-concepts. Recent research,
then, seems to support Gold and Douvan
' s assertion that:
concept of self achieves a high degree of organi-
zation during the course of development and comesto resist change once self-differentiation and
self-definition reaches stability. (1969, p. 352)
It would appear then that in spite of the maturational
,
social and personal changes of adolescence, the central
core of their self-descriptions is relatively unchanging
from early to late adolescence. The present study will
reveal the stability or instability of the self-concept
from 9th to 12th grade for the population measured.
Other relationships
. J.B. Thomas (197 4) , in a comprehen-
sive review of research on educational correlates of self-
concept, reports that Rosenberg's (1965) large study
(N=5,000) of adolescent self-image revealed that:
low self-esteem correlated with anxiety, low aver-
age attainment and vocational insecurity and pupils
felt socially inept, self-conscious, misunderstood,
disrespected and mistrusted by peers. High self-
esteem subjects saw as assets self-confidence, self-
expression, effort, leadership, intelligence,
social ease, practical knowledge and self-assurance,
(p. 12)
Zahran (1967), in a study of English adolescence, relied
heavily on Rogerian definitions of "self" concepts and
'Scholastic' self-concept (self-reported capa-
bility of performing academic tasks in a school setting)
was also found to be stable for early and middle adoles-
cents (Harris, 1971).
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found that:
self-concept is positively and significantly cor-
related with psychological adjustment, mental
self-acceptance, acceptance
of and by others, ego and super-ego strength, self-
sufficiency, academic capabilities, non-pre judiced
non-stereotyped thinking, cognitive clarity,
parents and family life evaluation and evaluation
of environmental concepts. (p. 238)
In the area of school activity, Brookover
,
Thomas,
and Patterson (1964) show a significant and positive re-
lationship between "self-concept of ability" (one aspect
of the student self-concept) and grade point average as
well as self-concept and the "perceived evaluation of sig-
nificant others" (i.e., teachers). Other studies have
shown changes in the self-picture occurring as a result of
teacher styles, teacher feedback, and type of classroom,
with "free methods" (individualized instruction, support,
and encouragement based on the open classroom model) pro-
ducing positive self pictures and traditional high-pressure
teaching (emphasis on correctness and passing/failing)
leading to "significantly greater signs of insecurity"
(Staines, 1958, p. 109).
Sex-roles and self-concept . The particular focus of this
study is on sex-roles and self-concept and the following
section refers to studies which relate the two.
In an update of her comprehensive study of self-
concept theory, Wylie (1968) reviewed the published studies
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available on male/female differences and self-concept and
found no "clear trend in sex differences in self-
favorability with aye" (p. 769) . Girls' self-reports are
more favorable tlian boys' only until aye 13;^^ females ex-
pressed less satisfaction with the attractiveness of their
bodies and facial features than did males; and among col-
lege students, the findings seem to "confirm the occurrence
of a commonly accepted stereotype of women in general which
is less favorable than that for men in general" (Wylie,
1968, p. 771). Finally, while arguing the potential of
such studies, she concludes regretfully that:
When we examine all the studies which explored sex
differences among various . . . self-concept
dimensions, we quickly see their essential lack of
comparability, since there is virtually no overlap
among the dimensions studied by various researchers,
and methods of exploring the dimensions vary widely.
(p. 772)
Spitzer et al. (1966), two years earlier, had concluded
from their review of self-concept measures that "differ-
ences in self-evaluation between sexes are not as great
as previously ima(|ined" (p. 279). Perhaps so, but this
^^Bledsoe (1964) explains this remarkably consis-
tent, although somewhat dated, finding as follows:
The elementary school in the U.S. tends to be a
woman's world, and often the values which are stressed
are neatness, conformity, docility and similar traits
more generally associated with the feminine role.
Boys may be less successful in measuring up to these
values and therefore show less self-confidence. (p.
57)
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broad-base review, spanning the past ten years, has re-
vealed studies containing numerous sex differences using
a variety of measures to assess different dimensions of
self-concept and self-esteem.
Thomas (1974), in his previously mentioned review
of the self-concept in education concludes that "the study
of sex differences in self-concept would, on balance, in-
dicate the existence of such differences" (p. 9). In re-
viewing Carlson's longitudinal study of high school stu-
dents (1965), Thomas reports the most frequently referenced
part of Carlson's research revealing "no sex differences in
either level or stability of self-esteem" (p. 9) . While
this is so, it reflects only one portion of her conclu-
sions. It is important to note that she, Carlson, de-
scribes "self-esteem" and "social-personal orientation" as
independent dimensions of the self-image or total self-
concept. While self-esteem does appear to be independent
of sex-role, social-personal orientation "mirrors the
divergent processes of masculine and feminine character
development among adolescents in our culture" (Carlson,
1965, p. 665). It would appear that it is this "social-
personal orientation" dimension of the self-concept along
the lines of the expressive-instrumental categorizations
of Parsons and Bales (1955) that most often reveals sex
differences. Zahran's work (1967) reported that girls
67
scored higher (self-concept) than boys in the areas of
social adaptation, sociability, dependence, femininity,
liking group action, humani tarianism
, variety of inter-
ests, sensitivity to concerns of others, non-pre judicial/
non-stereotypical thinking and general tolerance of others.
Boys scored higher on self-confidence, self-sufficiency,
self-security, dominance, hardness, realism, spatial
ability, and orientation to the future. Zahran feels so
strongly about distinctions in sex-associated variables
and sex differences that he states that we "cannot defend
mixing the sexes in self-concept studies" (p. 237).
Lerner et al. (1976) found a differential, sex-
related emphasis in orientation to body attitudes with
late adolescent females' self-concepts being based more
on "interpersonal physical attractiveness" and males'
self-concepts more closely related to "individual physical
effectiveness" (p. 325)
.
The authors emphasize the rela-
tive orientation difference and note that attractiveness
was not irrelevant to males or effectiveness to females.
Musa and Roach (1973) found sex differences in appearance
and self-concept among adolescents as well: (a) the rela-
tionship between self-evaluation of personal appearance
and personal adjustment was significant for girls and not
for boys; and (b) girls more often than boys rated their
appearance as less-desirable than peers.
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Monge (1973)
,
in a pivotal study that touched on
some important aspects of other studies (e.g., Rosenkrantz
et al.
,
1968)
,
noted that adolescent males exceeded females
on achievement/leadership factor scores while on the
congeniality/sociability factor females exceeded males in
every grade. On these dimensions, "the sex difference was
quite pronounced. Boys' means on congeniality/sociability
every grade level was negative while every girl's mean
was positive" (Monge, 1973, p. 392). There was, however,
an increase in both sexes in self-rated congeniality/
sociability as well as a sudden rise (the only one re-
ported) in achievement/leadership for girls from grade 11
to grade 12. The study also confirmed that while both
sexes agree on which traits are male-valued (masculine)
and female-valued (feminine)
,
females in their self-
descriptions are more apt to move away from the feminine
and toward the masculine pole than males are apt to do
the opposite. Monge speculates that while the sex stereo-
types are "entirely accurate in their reflection of what
children and adolescents have been taught, [they] do not
reflect what the youngsters have actually accepted as
appropriate for their more private, inner selves" (1973,
p. 392). Rudy (1968-1969) earlier on had shown that boys
placed a higher value on masculinity than girls did on
femininity. He speculated that "appropriate" masculinity
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was more rigidly defined than
-appropriate" femininity.
McCandless (1970) supports this double standard
theory that girls have the freedom to adopt masculine com-
ponents of attitude and behavior whereas boys are dis-
couraged from taking on the feminine components or attri-
butes. Connell and Johnson's (1970) of t-references study
showed that the correlation between sex-role identification
and self-esteem with adolescent males was highly positive
but that this was not the case with females. Their study
suggests that for the early adolescent at least, the male
role may have value above and beyond that of the female
role regardless of whether the role is adopted by a male
or female. Stericker and Johnson (1977)
,
in a study of
college students, concluded as well that there was no
direct relationship between optimal self-esteem and "ap-
propriate" sex role identification. In fact, they found
the relationship was often inverse. A masculine sex-role
identification (instrumental, task-oriented attitudes,
and achievement motivation) was positively related to self-
esteem for both males and females and that women could
"deviate" from the feminine stereotype with an increase in
self-esteem.
On the "adjustment factor," Monge ' s (1973) re-
search picture showed for each sex a decline in mean rat-
ings from grade 6 to grade 10, perhaps due to the increas-
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ingly complex and conflicting demands of adolescence, and
further, a significant sex difference with boys rating
themselves higher than girls rated themselves at every
grade level. Dellas and Gaeir (1975) have described this
differential emphasis as "contour" versus "content" re-
lated (p. 406). Rewards in this society accrue for females
in relation to appearance and affiliation while for males,
rewards are more directly derived from power, status, and
performance
.
The most exhaustive attempt to organize and review
the literature on sex differences is that presented by
Maccoby and Jacklin (1974) . After a thorough review of
virtually all the research available on psychological sex
differences (published through Spring, 1973), they pre-
sented their findings regarding commonly-held beliefs about
such differences. A summary of their conclusions follows:
(a) Girls are not more "social" than boys. In
fact, boys are equally interested in social stimuli,
equally responsive to social reinforcement, and equally
"empathic." Any differences here seem to be of kind
rather than degree (e.g., boys congregate in larger peer
groups, girls more in pairs or small groups) (p. 349).
(b) Girls are not more "suggestible" than boys.
In fact, they are equally apt to imitate others and are
equally susceptible to persuasive communications.
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(o) Girls do not have lower self-esteem. In fact
they found that through childhood and adolescence, the
sexes are "highly similar in their overall self-satisfac-
tion and self-confidence" (p. 350). Differences were
found to be qualitative, with girls rating themselves
higher on social competence and boys more often seeing
themselves as strong, powerful and potent.
(d) Boys are not more "analytic." No sex differ-
ences were found in analytic-cognitive style. Further-
more, the two sexes learn with equal facility in a wide
variety of learning situations.
(e) Girls do not lack achievement motivation.
Studies of achievement strivings have found either no sex
^iffsrence or have found girls to be superior. It does
appear that boys' achievement motivation is more respon-
sive to competitive arousal than girls'.
(f) Girls have greater verbal ability (beginning
at about age 11) and boys excel in math, due in part to
their greater visual-spatial ability.
(g) Males are more aggressive, both physically and
verbally. This has been observed in every culture and
across all ages. The primary victims of male aggression,
however, are other males.
Open questions, confounded by either too little
evidence or ambiguous findings, include: studies of fear.
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timidity and anxiety; sex differences in activity levels;
competitiveness (and here, sex differences seem to be
weaker than cultural differences); dominance (while boys
make more 'dominance' attempts in same-sex groups than do
girls, it is not clear that either sex is more successful
in influencing the behavior of the other and with regard
to relationships, division of authority is often drawn
along lines of competencies and accommodates for division
of labor) ; and finally, compliance (girls seem more com-
pliant to demands of adults and boys to their peer group)
(Maccoby and Jacklin, 1974, p. 353).
The authors comment that many of the observed dif-
ferences are qualitative rather than quantitative, differ-
ences in kind rather than degree. Females, for example,
cannot be accurately characterized as "passive" based on
differences in style of play (i.e., the quiet play of girls
versus the physical bursts of activity that is often
characteristic of boys' play). Myths and stereotypes per-
sist, they add, because observers often confirm behavior
that is consistent with the generalized beliefs and at the
same time allow to pass unnoticed those behaviors which are
inconsistent. Nonetheless, data collection around these
dimensions continues to reveal often contradictory results.
Some more recent research supports the thesis that
sex differences in the self-concept do in fact emerge
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during adolescence. Bohan's study (1973) of 4th, 6th, 8th
and 10th graders revealed both age and sex differences in
self-concept. Girls in the 10th grade showed significant-
ly lower self-concept scores than their male peers and with
regard to age changes, significantly lower scores than did
girls in any other age group. Bohan's interpretation of
these results, which are in conflict with some previously
referenced data (e.g.
,
Engel, 1959) seems plausible when
explained in the context of culturally determined and
socialized sex-role development.
As the adolescent girl comes to recognize that
the role she is expected to assume as a female is
relatively inferior in status and prestige to the
male role, the assumption of her sex-role results
in a corresponding decrease in her own evaluation
of herself. (Bohan, 1973
,
p. 383)
Because of the intense self-evaluation that accompanies
adolescence, her self-concept dips relative to younger
girls. Although adolescent males are also incorporating
and evaluating roles, they nevertheless recognize the
higher value accorded their role in society.
Maccoby and Jacklin (1974, p. 154) observed a
similar trend in self-concept scores for women during
college years only. They speculate that this dip may
reflect the high standards that women apply to their own
work coupled with a lack of confidence in controlling
their own fates. This "externalizing" tendency (events
affecting them being due to chance or luck versus an
internalized belief in their own skills and hard work)
increases during the college years.
Rosenberg and Simmons (1975) offer a slightly dif-
ferent interpretation of similar results. They noted in
their research that younger boys and girls differed little
in their sensitivity to impressions from others but a
sharp difference in self-awareness emerged during early
adolescence and was maintained in later adolescence.
Girls, with their interpersonal orientation, are fearful
of displeasing and vulnerable to criticism. "They must
see themselves through the eyes of others in order to
achieve the desired goals" (Rosenberg and Simmons, 1975,
p. 158). Therefore, with their focus on being well-liked
they have a significantly higher level of self-conscious-
nes s than do boys who are more achievement and accomplish-
ment oriented. They maintain that self-esteem scores are
not as affected by sex differences as are self-conscious-
ness scores. Their results seem to indicate that an
"awareness of self" is more prominent in the mind of
females than males, and that frustration of interpersonal
success (rather than occupational or accomplishment suc-
cess) can lead to lowered self-esteem with females.
The studies of Rosenkrantz et al. (1968) and
Spence et al. (1974, 1975) regarding sex-role attributes
and their relation to self-esteem have taken on more and
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more importance lately. Rosenkrantz, in his study of
stereotyping and self-concept among college students,
suggested that expectations of appropriate sex-roles in
addition to advancing the stereotype, distort self-
perceptions in the direction of the false stereotype.
They conclude that "sex role stereotypes, with their as-
sociated social values, influence self-concepts" (p. 287).
As Spence et al. have observed,
an implication of this point of view is that sub-
jects' tendency to report differences between the
sexes should be at least moderately correlated
with the degree to which their self-image cor-
responds with the stereotype. (1975, p. 30)
Their work revealed otherwise. They found that the rela-
tionships between self-reports on the stereotype scale and
perceptions of others ("typical peers") were small and
only occasionally significant, suggesting that "the two
sets of judgments are relatively independent" (Spence et
al.
,
1975, p* 34)
•
self-esteem scales, no sig-
nificant correlations were found with stereotype ratings.
In a separate study, Vavrik and Jurich (1971) asked
males
to describe women on a range from a human being
(with an
implication of appropriate human complexity) to a
sex ob-
ject. They found significant correlations between
degree
of stereotyping and level of self-concept.
Consistent with
Bohan's work (1973) (and others, e.g.,
Stericker and John-
son, 1977), Spence et al. found that
there was a greater
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positive correlation between self-esteem and masculine
characteristic than there was between self-esteem and
feminine characteristics.
The major contribution of their work, however, has
been in further developing the concept of dualism or
"androgyny" which suggests that masculine characteristics
(masculinity) and feminine characteristics (femininity) are
separate, socially desirable components present in both
sexes, though typically in different degrees. Their
studies of college students have repeatedly shown that for
both sexes, those subjects classified as androgynous
(showing a high degree of masculine and feminine character-
istics) were highest in self-esteem, followed by high
masculine-low feminine. Those lowest in both character-
istics were lowest in self-esteem (Spence et al., 1975,
p. 35). While balance is important (see Bern, 1974), they
conclude that a high degree of both "agency and communion"
characteristics is most desirable.
Research Related to Boarding Schools
For the most part, the literature on independent
boarding schools can be categorized as (a) personalized or
fictionalized accounts of private school experiences (e.g.,
McPhee, 1966; Knowles, 1959); (b) school-commissioned
opinion or preference polls and position papers (e.g..
77
Sizer, 1972); or (c) legitimate research which, with few
exceptions, is parochial or culture-bound (e.g.. Dale's 3
volume study of English "public" schools, 1969, 1971, 1974).
Much, then, is limited in application to this study. While
the former (personal statements/position papers) can be
well-written and may offer valuable insights into a par-
ticular school's practices and rationale (see, for example,
Hyde, 1971), they are rarely generalizable to other school
communities
.
In this review, only the research-oriented works
will receive systematic attention, particularly when they
touch on the primary interest areas of this study, self-
concept and sex-role stereotyping in single-sex and co-
educational schooDs. As indicated in the introduction,
research involving private school populations is generally
limited and concentration on the dimensions under study
here are nearly non-existent. Only passing attention has
been paid to the effects of coeducation on adolescent de-
velopment in this country, primarily due to the fact that
coeducation's counterpart, the single-sex public school,
is anathema to our educational system. Where reference is
made to coeducation (e.g., J.S. Coleman's classic study,
1961; G. Elder, 1968) , the emphasis is usually on the
different status-conferring assets for males and females
agency versus communion) and their relationship to( i . e
. ,
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scholarship. Coleman (1961) wondered, for instance, if
coeducation, with its emphasis on rating and dating and
popularity "may be inimical to both academic achievement
and social adjustment" (p. 51). References to sex-
segregation on the other hand, are generally related to
the effects of restricted experiences on adolescent devel-
opment. It is argued that in denying the adolescent the
opportunity of learning through trial and error, evaluat-
ing results and practicing revisions (in this instance,
heterosexual experiences)
,
he or she is handicapped in
achieving psychological and sexual maturation (Staton,
1963, p. 289)
.
Royston Lambert (1975)
,
in his large, long
range study of English boarding schools, noted some posi-
tive and negative effects of boarding on the male and
female adolescent. In boys' schools he found "an inabil-
ity to accept girls as real and complete people, a tenden-
cy to polarize in perception of them towards the unreal
goddess model on the one hand or machines for gratifica-
tion on the other" (p. 244)
.
While Lambert found con-
cerns about homosexuality prevalent and generally worri-
some among male single-sex boarders but entirely absent
from the sample of boys in the coed schools, he also noted
that
:
In coeducational schools deviation from hetero-
sexual norms seldom seem to be tolerated and
pupils who were solitary or social isolates, par-
ticularly boarders who did not fit into the
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coupling patterns of some schools, were controlledby the epithet 'queer' and made to feel odd. (p254 ) ^
He adds that among those schools which thoroughly integrate
the sexes, a peculiar social situation arises wherein:
The girls preserve a network of girl-girl friend-
ships which seem compatible with their intimate
friendships with a boy. The boys involved, how-
ever
,
seem much less able to sustain the close
relationship with a group of other boys that we
found in the less mixed or single-sex school and
which seems to exist also in coeducational day
settings. (p. 253)
D. Miller (1969, 1974) is unequivocal in his pref-
erence for coeducation from a developmental perspective.
He argues, based on "clinical evidence" in Britain (1969,
p. 64) that students from coeducational schools are likely
to care about each other more, hold higher moral standards,
and feel generally happier than those from single-sex
schools. He speculates that:
it may well be that single-sex schools were toler-
able when any boy or girl could spend the rest of
the time in a stable mixed environment. But when
a wide range of other people is no longer available
outside, single-sex education is a psychologically
harmful setting likely to damage personality de-
velopment. (1974, p. 176)
At least one noted Freudian theorist-practitioner
takes exception to some of these theses, at least for the
earlier years, and argues that
the separation of the sexes in school during these
early adolescent years is, psychologically and bio-
logically, well advised. ... We do not by such
a separation, deprive the sexes of their normal de-
velopment; quite the contrary. It is the boy
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showing a precocious preference for girl nlav-mates who is the one whose maleness proves inlater years shakily established, while the ySungboy who keeps company with boys as a young Ido-^lescent tends to settle, late^ on, moL ?irmly
1972 p 6M^
'''' masculine identity. (biL,
Not surprisingly, the bulk of study and research
in these areas has been done in British schools, where,
until very recently, single-sex boarding schools were the
rule rather than the exception. The largest single source
of information on this English tradition is a 3 volume
study by R.R. Dale (1969, 1971, 1974) of single-sex versus
mixed-sex' schooling. While Dale's bias in favor of co-
education is apparent throughout, his research designs and
methodologies are sound and the comprehensive nature of his
study makes it valuable as a resource. His two major areas
of investigation were (a) social and emotional attitudes of
students and (b) academic attainment as influenced by the
two types of schooling. After analyzing the thousands of
questionnaires, self-reports and interviews obtained from
students, teachers, and alumnae in each type of school
(and including many with experience in both ) , Dale con-
cluded that in all the major social areas (e.g., attitudes
toward the opposite sex, social relationships, attitudes
toward sex and preparation for adult life)
,
the results
were overwhelmingly in favor of the coeducational schools.
In Dale's terms:
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‘
*
.
• .
* shown ... the coeducation-
more
providing the happier, more balanced,
complete education.(Dale, 1971, p. 299)
With regard to a comparison between ex-pupils of both
types of school, the ex-pupils from coeducational schools
reported themselves as happier at school and found the
school atmosphere more pleasant than did those from single-
sex schools. These results tended to be more consistent
and stronger for women than for men. Campbell (1969)
,
in
a comparison of two coed and one single-sex girls schools,
concluded that there was a significant tendency for girls
in single-sex schools to regard school in a more "hostile"
light. He also noted no significant differences between
subgroups in terms of attitudes toward peers and self ex-
cept for some evidence of the coed girls' greater awareness
of their femininity. Both sexes felt that the social life
with two sexes was better, more natural, and that rela-
tions with and between staff were more pleasant and the
atmosphere less tense. Dale, using Campbell's data as
support, reported that such areas as personal appearance
and conduct were more valued in the coed schools and the
general conclusion related to the comparative attitudes
toward sex was one of "respect [coed] rather than desire
[single-sex]" (Dale, 1971, p. 224). Dale and another col-
league observe that:
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Ihroughout research on coeducation there are fre-quent hints that experience in a coeducationalsecondary school modifies the conception that
Pears'to the'^ten^nc^ap-p be for the co-educated men to view thewomen as less lenient, soft and weak and perhapsless passive dull and slow than do men from boys
•
While there appears to be a comparable^tendency for women from girls' schools to have anexaggerated view of the 'manly' qualities 0? ^^viewing them as more severe, strong and hard, than
Miirer!\97r schools. (Dale and
Atherton (1972), a student of Dale's, surveyed a
largely representative sample of 31-50 year olds from
England, Scotland, and Wales to determine types of school
and marital adjustment. Results showed that for those who
spent five or more years in any one type of secondary
school, the coed group had significantly higher "marital
happiness" scores, both for men and women. Subjects indi-
cated repeatedly that coeducational schooling helped them
in maintaining a happy marriage, and in their everyday
relationships with the opposite sex.
With regard to academic interest
.
Dale reports
that there was a slight accentuation of polarization of
interest in coeducational schools according to sex and
subject, with coed boys and girls leaning more toward the
stereotypically sex-typed preferences (math and science
for males, humanistics for females) than did their single-
sex school counterparts (Dale, 1974, p. 269; see also
Omerod
,
1975).
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In terms of academic achievement
, he found dif-
ferent results for males and females. He concludes "with
reasonable definitude," that the advantage lies with the
boys in coeducational schools and "slightly but consis-
tently" with the girls in single-sex schools, although the
difference between the two groups of girls is smaller than
that between the boys' groups (Dale, 1974, p. 266).
A cautious summing up would be that the progress
of boys is probably improved by coeducation while
that of girls is not harmed, and that the question
of comparative progress in academic work should
never again be raised as an obstacle to a policy
of coeducation. (Dale, 1974, p. 268)
Miller claims that "when the major surveys of academic
achievement in Britain since 1921 are brought together,
the evidence is unequivocally in favour of coeducation"
(1969, p. 62). In a study of first year progress of uni-
versity students from coeducational and single-sex
schools. Dale and Miller (1972) noted that there were
slightly more first year dropouts from single-sex schools
(reflecting perhaps the adjustment to coeducation) but
that on the whole, the type of school had only a slight
association with the standard of first year performance.
A follow-up study (Dale and Miller, 1974) showed that the
single-sex/coeducation variable had little association
with final degree performance and any social handicap
noted previously (Dale and Miller, 1974) tended to dis-
appear for those students who remained until they graduated.
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Two other large scale studies worth noting were
conducted "down under," one by Jones, Shallcrass, and
Dennis (1972) in New Zealand high schools and another by
Feather (1974) in Australia. The first, by Jones et al.,
amounts to a replication of Coleman's classic American
study (1961) . Similarly, they found a greater emphasis on
popularity and social prestige than on academic achievement.
Coed school students studied less, were truant more often,
and gave less favorable overall appraisals of their high
school years. Membership in the leading crowd was ranked
significantly higher than scholarship. Self-esteem ques-
tions showed all groups to be less than satisfied with
themselves with no significant differences between schools.
Interestingly, in response to the question, "A person who
is alone is . . . ?", a much greater percentage of coed
school girls than single-sex school girls indicated that
such a person was "bored," "unhappy," "lonely," or "afraid"
(as opposed to "better-off," "relaxed," "thinking," "read-
ing," or "happy"). Jones et al. concluded that (a) the
social pressures of the adolescent society, with its
emphasis on status and prestige, is more pronounced and
pervasive in coed schools than in single-sex schools and
(b) the rewards and sanctions of the adolescent social sys-
tem weigh more heavily on girls than boys. As in Dale's
studies, the differences on most social-personal items were
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larger between the two groups of girls than the two groups
of boys. They conclude that the "cherished ;^merican edu-
cational belief ... in the value of coeducation is in
need of reexamination" (Jones et al., p. 341). Feather's
Australian research results (1974) are in contradiction
with Jones et al. In his values-school satisfaction study,
Feather found significant differences between the sexes in
their ranking of "instrumental" values (boys favoring am-
bition, imagination, independence, intellect and logic
with girls favoring helpfulness, honesty, politeness, and
lovingness) but found few differences in the way boys and
girls from coed and single-sex schools assigned importance
to values. In regard to school value systems, girls in
single-sex schools saw their schools as placing relatively
more emphasis on being clean, helpful and polite and less
emphasis on being intellectual and logical than did girls
in coed schools. Feather concludes that there was "no
support" for Coleman's suggestion that coed students might
set greater store upon being popular and acceptable to
peers than would single-sex school students.
The American studies that attempt to deal directly
with these issues are few in number and limited in scope.
Winchel, Fenner and Shaver (1974) tested fear of success
among Jewish private school senior girls and found this
f 03 j; —dimens ion to be lower in single— sex schools, noting
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that increased cross— sex competition increases fear of
success in females" (p. 729). Furthermore, the coed
versus non-coed distinction at the elementary school level
was a potent predictor of fear of success responses among
senior high school females.
It appears, however, that the motive is largely
formed before a girl reaches high school and that
females who have not learned to avoid success in
the presence of male classmates in elementary
school do not "fear success." For those who do
attend coed elementary schools, fear of success is
more common, and it appears to be increased by at-
tendance at a coed high school. (Winchel, Fenner,
and Shaver, 1974, p. 729)^^
Two dissertations studying different Catholic
school populations (coed and single-sex schools) reported
conflicting results. Ryan (1974) found that on a measure
of self-actualization (from POI)
,
scores did not differ
between boys in the two types of schools but that girls in
the single-sex schools held values more like those of self-
actualizing people than did girls in the coed schools. In
areas of academic achievement, results consistently favored
the single-sex schools for both sexes. On the other hand,
Cornelison (1973)
,
testing high school 11th graders in the
two types of schools, found no differences either in aca-
demic achievement or social adjustment between schools. A
^"^This supports M. Horner's thesis (1970) that (a)
traditional images of femininity and successful achievement
are inconsistent and (b) the motive to avoid success is in-
creased in females who are forced to compete with males.
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third Catholic school study (Tamayo et al
. , 1971) testing
same-sex and opposite-sex adjustment among coed and non-
coed high school students found that freshmen (9th graders)
in the coed school were better adjusted to the opposite sex
than their single-sex school peers but noted no such dif-
ferences for seniors (12 graders). The authors speculate
that this is explained more by the reasons for choosing a
non-coed school than by different socialization during that
first year. They also found that seniors in the non-
coeducational schools reported better adjustment to the
opposite sex than freshmen but this was not true in the
coed schools (due perhaps to different comparison groups)
.
The authors add that if "adjustment" were defined by beha-
vior rather than self-reports, the coed seniors would score
higher on both the adjustment and social competence scales.
The third finding of significance in their study indicated
that males in the single-sex school reported better ad-
justment to their own sex than males in the coed school
but that type of school did not affect adjustment to the
same sex for females (p. 211).
Perhaps the most thorough American independent
school study of these issues to date is a recent study of
women's secondary level education by Trickett, Pendry and
Trickett (1976). They begin theirs with a review of pre-
vious research and underscore the findings of this v7ork
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that there is very little research-based information that
is conclusive or non-contradictory from study to study.
Inconclusiveness aside, the studies are, for the
most part, limited in their application to the population
measured in this project in that they either (a) present
different educational cultures (e.g.
,
British) or are (b)
parochial, specifically in their concentration on Catholic
school populations.
The research of Trickett
,
Pendry and Trickett
(1976) is particularly appropriate to this research in
that their population is drawn from fifteen American,
non-parochial independent schools, grade level 9 through
12. Methodologically sound, its limitations from the per-
spective of this research are due to its exclusive focus
on females in the single-sex and coed school settings. The
major findings, summarized, are presented below:
(a) Academic interest and emphasis was generally high
in all schools. While the emphasis was slightly
1
5
Findings that are generally repeated include:
(a) There are negligible differences in academic
achievement between coed and single-sex school
students (Ryan, 1974 is an exception).
(b) Self-concepts seem to be consistent across the
sub-groups (again Ryan, 1974 is an exception).
(c) Most studies give a positive edge on "attitude
toward school" and general "social adjustments"
to the coeders.
(d) Where differences were noted, they were usually
greater between the two groups of girls (coed
versus single-sex) than between the two groups
of boys.
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greater in single-sex schools (classes reported-
ly more structured, competitive and task-oriented
and students reported spending more time on home-
work)
,
it did not seem to affect academic success
in college and the kinds of college subjects en-
joyed or chosen as majors. Alumnae data suggests
that continued academic interest (graduate or pro-
fessional school) favors coed students (26%) over
single-sex schoolers (13%).
(b) Adaptation to college : analysis of alumnae data
revealed
(1) no significant differences in the intellectual-
academic realm or in relationships with women;
(2) small differences in social-personal area with
single-sex schoolers feeling like they were
less satisfied with their preparation for
friendships with men but this phenomenon (in-
cluding more 'letting loose' for the female
school students) neither endured beyond the
first year nor affected academic performance
during that year.
( c) Social-interpersonal relationships :
(1) No indication that either type of school pro-
motes qualitative or quantitative differences
in relationships with other girls.
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(2) Coed schools afford many more opportunities
for contact with boys and yield more hetero-
sexual relationships. The researchers conclude
from their follow-up studies, however, that
this increased association with boys does not
appear to significantly influence their hetero-
sexual relationships in the five years follow-
ing high school. They comment that given the
degree of difference in amount of contact, it
is surprising that more differences in the per-
ceived quality of heterosexual relationships
were not found.
(3) Single-sex students consistently indicated a
closer attachment to parents and other impor-
tant adults than did coed students. They were
more likely to consult them about problems,
valued their approval more, and spontaneously
mentioned family-oriented activities and
weekends more than did the coed school girls.
(4) The majority of students in all schools wanted
to be remembered as an "excellent student" or
"very popular."
( d ) Sex-role stereotyping :
(1) No differences were found in the degree to
which the students attributed various "femi-
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nine" characteristics to themselves or in the
percentage of students in the two types of
schools who were "androgynous."
(2) Moderate differences were found in the degree
to which they attributed to themselves "mascu-
line" characteristics, with senior single-sex
schoolers more apt to than senior coeders or
sophomores at either type of school.
(e) With regard to career orientation
,
a strong career
emphasis with a marriage-family commitment was
present throughout. Overall, students divided
themselves equally between traditionally "mascu-
line," "feminine" and "neutral" career choices.
(f) Sense of personal control : analysis of the slight
differences in results here yields the inference
that
In single-sex schools, students become more
internal over time [able to affect the events
affecting them] while in coeducational schools
the students become slightly though not sig-
nificantly, more external. This supports the
notion that sense of personal control is
socialized by attendance at single-sex schools,
while it is only slightly affected—and in a
reverse direction— in coeducational schools.
(Trickett, Pendry, and Trickett, 1976, p. 43)
(g)
Follow-up studies yielded no significant differ-
ences in current life satisfactions and future
plans between students of both types of school.
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Ihe authors note, finally, that while some differ-
ences are apparent (e.g., the higher degree of internal
locus of control among single-sex school seniors), the
fact that greater differences do not exist is probably
most closely related to the special characteristics of the
participants. Specifically, the highly select group of
students, the commitment of their schools to quality edu-
cation and sound development, and the selection of the type
of school by the student may have combined to reduce the
differential effects of membership in the different school
environments. More knowledge about individual student-
school matches could be very valuable, they add (Trickett,
Pendry, and Trickett, 1976) . It is important to acknowl-
edge as well that there are a number of secondary factors
that may be contextually important and may influence the
primary variables under study. It is beyond the scope of
this study to analyze these potentially influential vari-
ables, but future research would be well-advised to examine
the influence of such factors as: previous schooling (pub-
lic or private, boarding or day); family constellations
(e.g., older siblings); parents' level of education and
work of professional status; educational variations among
schools (e.g., teacher styles, type of classroom).
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Sununary
What can we conclude from this data? As Wylie
(1974) and others have pointed out, the differences and
changes noted are often contradictory or lack comparabil-
ity. Nonetheless, some main trends have emerged:
(a) Sex differences in the self-concept do exist.
For reasons of socialization, boys have generally higher
overall self-concepts than girls although they differ on
specific dimensions (girls higher in "expressive" areas,
boys in "instrumental" dimensions) . It follows that frus-
tration of interpersonal success for females and frustra-
tion of achievement success for males among this age group
may lead to lowered self-esteem.
(b) The self-concept, according to most measures,
is relatively unchanging throughout adolescence. While
specific variables may fluctuate over time, the overall
self-concept remains constant.
(c) Sex-role identity and self-concept are highly
positively correlated for males but not so for females.
In fact, the inverse has recently been shown to be true
among college females. The highest level of self-esteem
is found among those males and females who show a high
degree of both masculine and feminine characteristics
(androgynous). In regard to sex-role stereotyping, there
appears to be little correlation between self-reports (view
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of self on
perceptions
these masculine and feminine attributes) and
of others (reflecting learned view of typical
Others )
.
(d) Some, notably Dale and his colleagues (1972),
argue that the coed school is optimal for both males and
females in that it encourages each sex to realistically
modify their stereotyped view of the other. others (e.g.,
Marks, 1976) have argued the contrary, that the single-
sex school affords boys a vital opportunity to develop
lasting and intimate same-sex friendships, free of the
machismo-flavored competition that is so prevalent in the
coed schools. Girls, on the other hand, will benefit from
the single-sex environment, due to increased opportunities
for achievement successes that may be missing in the male-
dominated coed environments. Presumably, increased self-
confidence follows for both boys and girls.
While theoretically valid, it remains to be seen
how these notions are substantiated by the data gathered
in American residential schools. This study examines the
impact that the separation of the sexes during the secon-
dary school years may have on these self-image variables.
CHAPTER III
METHODOLOGY
Introduction
This study is designed to measure and analyze the
presence, absence, and nature of the relationships between
the independent variables of school type, grade level, and
sex of student and the dependent variables of individual
self-concept and sex-role attitudes. It is an ex post
facto
,
quasi-experimental
,
factorial design. The results
from self-report questionnaires measuring the dependent
variables were analyzed and correlated in order to deter-
mine degrees of relationship or non-relationship between
variables
.
The following chapter presents a description of
(a) the general questions under study, (b) the partici-
pants and their settings, (c) the instruments and psycho-
metric information, (d) data collection procedures, (e)
the statistical methods, and (f) the specific hypotheses
with accompanying analysis procedures.
Questions Under Study
The major questions of interest that served as the
impetus for this study can be formulated as follows:
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1 .
2 .
Will students
environments
and sex-role
from single-sex
show differences
stereotyping?
and coed school
in self-concept
Will differences in
stereotyping appear
level) and sex?
self-concept and
according to age
sex-role
(grade
3 .
4.
5.
What is the
and sex-role
^^iationship between
stereotyping of self
self-concept
and others?
What IS the relationship betweer
androgyny and self-concept?
degree of
How does self stereotyping
typing others? relate to stereo-
Description of Participants
The participants in this study were the 9th and
12th grade classes from 3 independent secondary-level
boarding schools in the New England area. These particu-
lar three schools were chosen due to (a) their matching
characteristics as described below, (b) this researcher's
affiliation with one of the schools (and the consequent
initial impetus therein)
,
(c) their proximity to one
another and, not least of all, (d) their enthusiastic sup-
port of this research and willingness to participate.
A general description and characteristics of each
school with attention to their similarities and differences
is noted below.
The schools and their students are closely matched
in the following areas:
(a) All are independent boarding schools with a
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small day student population. Only the boarders partici-
pated in this study. Each school is well established, with
a long tradition of and commitment to quality education.
The youngest school is over 80 years old and all have been
regarded at various times as leaders in private education.
Each has consistently emphasized the importance of intel-
lectual and physical rigor in the growth and development of
their adolescent populations. Programs in recent years
have included and encouraged a variety of creative expres-
sions (art, photography, drama, dance, etc.) and values
and options explorations with a goal of developing one's
full human potential.
(b) They are selective in enrollment and highly
competitive . Applicants outnumber acceptances by nearly
3 to 1, which at the secondary level indicates a high de-
gree of demand. Motivation among students to excel is
generally high. The three schools participating draw from
the same or overlapping applicant pools.
(c) Similarly, high levels of scholastic aptitude
are to be found among the three student bodies.
(d) A high level of scholastic performance is en-
couraged by the schools and generally achieved by the
students. In each school a very high percentage (from 30
to 40%) of the students matriculate to Ivy League and other
highly selective colleges and universities. Only a small
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fraction (~2%) choose not to pursue some form of higher
education. If "success" is measured by ever-increasing
demand for admission, matriculation to selective colleges
and universities, and loyalty and financial support of
alumni/ae, these schools are in the upper echelon of con-
temporary independent schools.
(e) The socio-economic status of the families of
the participants can be described as generally upper-middle
class, with nearly 80% of the fathers and over 40% of the
mothers in managerial-level business or professional posi-
tions .
An additional and vital factor in choosing these
particular schools was that they each represented a type of
school : single-sex male, single-sex female, and coeduca-
tional. This is of course the single most important dif-
ference between the three and each, while occasionally or
isolatedly conflicted, is apparently committed to its
present status.
As this study was not intended to be an evaluation
of the schools involved, no effort was extended to examine
the specifics of curriculum, staffing, teaching styles or
social programs and their effects on the students involved.
The 9th and 12th grade classes were tested in each
school. The relative consistency of this group over the
years (backgrounds, values, career choices, etc.) may allow
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for some claims of developmental consistency, i.e., that
today's 12th graders, as 9th graders, would have measured
similarly to today's 9th graders and vice versa. The pro-
files of the two groups (based on admissions and college
data, academics, socio-economics, interest inventories,
etc.) have not changed significantly in the last 4 years.
Instruments and Psychometric Data
The search for appropriate measures was undertaken
with certain criteria in mind. Selection was based on:
(a) Consideration for the population sampled--
adolescent, typically self-conscious, articulate, with
many demands on their time.
(b) Given the large sample, the instruments had
to be easily administered, machine scorable, self-report
questionnaires.
(c) Adequate test construction procedures with
demonstrated validity and reliability.
The following two measures were chosen, having
met these requirements noted:
Tennessee Self-Concept Scale (TSCS) . This is a self-
report scale developed and refined by V'Jilliam Fitts (1964)
in his work with the Tennessee Department of Mental Health.
This widely used scale consists of 100 self descriptive
items which the subject uses to portray his or her own
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picture of him/herself. In addition to the 90 self-
descriptive statements equally divided as positive and
negative, there are 10 items drawn from the L-scale of the
Minnesota Multiphasic Personality Inventory (MMPI lie
scale)
,
which are mildly derogatory and comprise the self-
criticism scale. A very low self-criticism score might
indicate some defensive distortion on the part of the sub-
ject .
Fitt's classification system for the items allows
for categorization of statements as they relate to (a)
identity (this is what I
,
(b) self-satisfaction (this
is how I feel about myself)
,
and (c) behavior (this is what
I ^ or how I act ) . These subscores reflect the indivi-
dual's internal frame of reference and, when added together,
represent an overall level of self-esteem or the total
positive score . This is the score that will be most often
referenced in this study. A further categorization, based
on a more external frame of reference, allows for sub-
scoring (based again on identity, self-satisfaction, and
behavior) in relation to five content areas; physical self,
moral-ethical self, personal self, family self, and social
self .
Subjects are asked simply to answer every item on
the ansv;er sheet, choosing on a 5~step scale from "com-
pletely false" to "completely true," the one answer that
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best describes yourself to yourself. The majority of sub-
jects complete the scale in less than 15 minutes (see
Appendix)
.
Norms. Fitts notes that there has been no need to expand
the norm group beyond the original broad sample of 626
people. Additional data has shown that samples from other
populations "do not differ appreciably" (Fitts, 1965, p.
13) from the norms and that based on the evidence so far,
"there is no need to establish separate norms by age, sex,
race, or other variables" (p. 13).
Reliability . The test-retest reliability coefficients, as
reported by Fitts, are .92 for the Total Positive score
and ranging from .80 to .91 for the major subscores.
These coefficients are based on test-retest with 60 college
students over a two-week period. Fitts claims "remarkable
similarity of profile patterns found through repeated mea-
surement of the same individuals over long periods of time"
(Fitts, p. 15) (a year or more). Robinson and Shaver
(1973) report the test-retest reliability of the T positive
score over two vjeeks as .92, with subscores ranging between
. 70 and . 90
.
Validity . Fitts reports the following validation proce-
dures :
(a) Content: dependability was insured in the
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initial selection of items procedures. Items were re-
tained only where there was unanimous agreement on the
part of the judges (seven clinical psychologists)
.
(b) Discrimination between groups (patient and non-
patient)
,
cross-validation, and discrimination within the
patient groups is reportedly generally very high. Robin-
son and Shaver (1973) report that the TSCS did not corre-
late strongly with the California F-Scale (-.21) and that
no correlation with social desirability has been reported.
(c) Convergent and correlational validity: vari-
able correlation with the MMPI ; low coefficient when
Pearson r's were computed but clear nonlinear relationship
with Edwards Personal Preference Schedule ; -.70 with the
Taylor Manifest Anxiety Scale ; -.56 with the Cornell Medi-
cal Index; .64 with the Inventory of Feelings . Robinson
and Shaver (1973) also report on the Butler-Haigh Q-sort
(-.70) and Izards Self-Rating Positive Affect Scale (.68).
The Personal Attributes Questionnaire (PAQ) . A measure of
S 0X—role stereotypes and masculinity—femininity
.
This self-report scale was developed by J. Spence,
R. Helmreich, and J. Stapp (1974, 1975) to measure the
existence of sex-role stereotypes and conceptions of mas-
culinity, femininity and androgyny. Spence and her col-
leagues drew heavily from the Sex Role Stereotype
Questj^iv:
naire (SRSQ) of Rosencrantz et al. (1968), selecting
55 of
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the original 138 items for their revised version of the
SRSQ . Recently, Spence and her colleagues have used ex-
clusively a short, self-report version of the PAQ (as was
used in this study) that consists of 24 items divided into
three eight-item subscales:
(a) Male-valued ; those bipolar attributes which
men and women consistently rated the mean for both the
ideal male and the ideal female as being toward the mascu-
line extreme. In content, these are predominantly "instru-
mental" behaviors.
(b) Female-valued : those attributes for which the
mean rating for both the ideal male and ideal female is
toward the feminine end of the bipolar scale. In content
these are primarily "expressive" behaviors.
(c) Sex-specific: a mixture of instrumental and
expressive attributes for which the ratings of the ideal
male and ideal female were in different directions (i.e.,
ideal male toward the stereotypically masculine pole and
ideal female toward the feminine pole) .
Subjects are asked first to rate themselves on each item
and then to compare directly the typical male student and
the typical female student on the same attributes.
These
items and a description of the (short form) follows:
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(M)
Male-valued Items
1. Independent
2. Active
3. Competitive
4. Can make deci-
sions easily
5. Never gives up
easily
6. Self-confident
7. Feels superior
8. Stands up well
under pressure
(F)
Female-valued
1. Emotional
2. Able to devote
self to others
3. Gentle
4. Helpful to
others
5. Kind
6. Aware of feel-
ings of others
7. Understanding
of others
8. Warm in relation
to others
(M-F)
Sex-specific
1. Aggressive
2. Dominant
3. Excitable in a
major crisis
4 . Worldly (vs
.
home oriented)
5. Indifferent to
others' approval
6. Feelings not
easily hurt
7. Never cries
8. Little need for
security
Each item is presented according to a 5-point scale (0-4)
with verbal labels attached at each point.
Scoring . Each item is scored from 0-4. Responses to M and
M-F (sex-specific) items are keyed in a "masculine" direc-
tion and responses to the F scale in a "feminine" direction.
Total scores on each scale are obtained by summing the 8
item scores. The validating work of Spence et al. (1975)
and the investigations of Bern (1974) and others indicates
that the self-ratings can be regarded as conceptualized
masculinity- femininity index and the male-valued and
female-valued subscales reflect these two components of
sexuality. While it is useful to examine the subscales
independently, this investigation is most appropriately
concerned with an overall additive classification of sex-
roles as an androgyny rating based on a balance of
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masculinity and femininity. Adding the subscales (M + F
tM-F) to reveal a total self-rating score was found to be
of limited value in that a high total self-rating score
could be the result of an extreme masculine or feminine
rating (reflecting the relative strengths of masculine and
feminine characteristics a la Bern) rather than the an-
drogynous balance as defined by Spence et al. Spence found
that while combining the scales produced an additive ef—
fset
,
the distributions were non-linear. Accordingly, they
developed a four—point, masculinity—femininity—androgyny
index. Using a median-split procedure, the median score
on Male—valued and Female-valued scales for each sex is
determined and then the mean of the medians is used to
classify individuals according to their position above or
below the median, on M and F.
The labels and corresponding code numbers as-
signed to the four groups are shown in a 2x2 table:
Above
F
Below
(1) = Low Masculine and Low Feminine (those possessing
few characteristics of either sex
—
undif ferenti -
ated)
.
M
Above Below
(4)
Androgynous
(2)
Feminine
(3)
Masculine
(1)
Undifferentiated
106
~ Low Mascu line - High Feminine (those having pre-dominantly the characteristics of females)
.
^ High Masculine - Low Feminine (those having pre-dominantly the characteristics of males).
~ Masculine - High Feminine (androgynous
— those
with a high proportion of the characteristics
typical of both sexes)
.
Norn^. The median split procedure was used to determine
norms
.
Re 1 i ab i 1 i ty . The original scale revealed satisfactory re-
liability, according to two measures of internal consis-
tency: part-whole correlations (computed for men and women
separately between each self item and the subscale to which
it was assigned) ranged from .19 to .70, all significant
(pi. 05) (Spence, 1974, p. 11); alpha coefficients had
values for men and women respectively of .85 and .94 on
male-valued (M) scales, .79 and .84 for female-valued (F)
scales and .53 and .85 for the sex-specific (M-F) scale
(Spence, 1975, p. 33).
Test-retest reliability (13 weeks interval) was .92 (men)
and .98 (women) on the stereotype scale and .80 (men) and
.91 (women) on the self scale (Spence et al. , 1974 , p. 11).
Correlations between the short scales and the original
scale in the 55 item PAQ have been calculated (for college
students) as .93, .93, and .91 for M, F, and M-F respec-
tively (Spence & Helmreich, Scoring Manual, p. 2).
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Validity . Spence and Helmreich note that due to a con-
fluence of internal properties of an individual and
situational variables (leading to behavior that depends
on the circumstances)
,
"establishing the concurrent valid -
ity of the PAQ is not a simple matter and to a certain ex-
tent, questions about its concurrent validity are not par-
ticularly appropriate" (Scoring Manual, p. 2).
Construct-validity has been demonstrated in terms of the
PAQ ' s relationship patterns and theoretical and empiri-
cal coherence with other variables over a broad spectrum
of ages, socio-economic groups, and other populations.
Correlations of the self-rating scales and (a) the Atti -
tudes Toward Women Scale were logically and coherently
significant; (b) the self-esteem measure (Texas Social Be-
havior Inventory ) were highly significant (ranging from
.30 to .83 depending upon the subscale); (c) the Marlowe-
Crowne Social Desirability Scale were occasionally signifi-
cant but none were impressive in size (the highest for
both sexes being in the .30's and occurring for the
female-valued items)
.
A sample test package, showing biographical ques-
tions, both instruments, and test order is contained
in
the Appendix.
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Data Collection P ronpHnrf
g
In order to facilitate the collection and analysis
of data, respondents answered background biographical ques-
tions, the TSCS
,
and the PAQ on machine-scorable answer
sheets. These were then read by an optical scanner (at the
University Data Processing Center) and corresponding data
cards were keypunched.
In each case, the schools were very eager to par-
ticipate in this study and provided the necessary adminis-
trative support and logistical maneuvering necessary to
insure maximum involvement. Students were asked to par-
ticipate unless prior off-campus commitments conflicted.
This was necessary in order to prevent self -selection of
students. In each school, the Headmaster, Principal, or
Dean of Students introduced this project to the students
in advance of the data collection, noting that it was sig-
nificant research to the benefit of their school and re-
quired honest and thoughtful responses. Confidentiality
was assured. So as not to prejudice student responses to
the measures, my introduction at the time of testing in-
vited those interested to remain afterward for elaboration
and discussion.
Unedited impressions that I recorded shortly after
the administration of the measures in each school follow:
109
Boys' School: rowdy, rude, noisy, self-conscious, acting
out perhaps to compensate for anxiety around cer-
tain questions. Two found it "insulting" and left.
Most settled down finally and seemed to take it
seriously. 2-3 were curious (after) about the
data and the uses to which it would be put.
Girls' School: feeling of "do we have to?" Some rowdiness
and nervous reaction (laughing, making fun of ques-
tions, etc.). Clearly others were upset by the
"lack of respect" shown me and process--they
tended to "shush" the others. 2-3 were curious
about the purpose of the study and what the infor-
mation would be used for.
Coed School: models of decorum and "civilized" behavior.
Presence of opposite sexes seemed to raise level
of participation and moderated responses quiet,
attentive, focused on task. Lots of "good lucks"
as they passed them in and 4—5 students remained
to hear more about the study.
Statistical Analysis
Three types of statistical techniques were used to
analyze the data.
1. Factorial analysis : analyses of variance, both
one-way and multiple were used to look at the
effects of
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school, grade level (age) and sex on self-concept and sex-
role attitudes. Statistics reported with this procedure
include means, standard deviations, sum of squares, degrees
of freedom, F values and significance of F. Such a mul-
tiple analysis allows for examination of main effects of
overall differences among the levels of each factor (i.e.,
sex, grade level and type of school)
,
as well as interac-
tions or whether the factors combine in such a way as to
have a unique effect on the dependent variables (sex by
school, sex by grade, grade by school and sex by grade by
school)
.
2. Correlations ; Pearson product-moment and Spear-
man's rho or rank-order correlation coefficients were com-
puted in order to index the degree of covariation and
levels of significance that exist between self-concept and
sex-role stereotyping of self and others.
3 . Crosstabulations (chi-square analyses) : were
used to examine the relationship between type of school,
sex and grade level and sex-role stereotyping as deter-
mined by the categorical androgynous classifications.
The Statistical Package for the Social Sciences
(SPSS) was employed throughout for the computer data
analysis
.
A description of the specific analysis procedures
follows each hypothesis.
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Hypotheses
In relation to the major hypotheses, it is most
helpful to regard the school types as four rather than two
in number. This definition of schools as single-sex and
coed a_nd male and female provides us with a more accurate
picture of the interaction of variables than when sex is
nested in type of school or grade level. As a point of
comparison, I also ran the data as a two school type model
(single-sex versus coed) and found no contradictions in the
results. Whenever the two-school analysis yielded informa-
tion or helped to clarify the four-school data, I have
included those findings.
In regard to the null versus experimental hypothe-
sis, where the literature suggested a clear trend, I have
stated this as a directional hypothesis.
From the general questions conceptualized in
Chapter II, the following specific hypotheses were gener-
ated :
Hypothesis I . There is no difference in self-concept (as
measured by the TSCS) between (a) students in coed and
single-sex schools, (b) male and female students and (c)
ninth and twelfth graders .
Due to the inconsistent findings in the literature on
^^he four are: (a) single-sex male
(b) single-sex female
(c) coed male
(d) coed female
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these dimensions, this was stated as a null hypothesis,
predicting no difference between the sub-groups on the
variable self-concept.
Analysis procedure . For this criterion, the total posi-
tive self-concept score from the TSCS was used. Due to
the fact that there were different N's in the cells, dif-
ferent orders of analysis were tested using the multiple
analysis of variance technique (MANOVA) . Since type of
school and sex of student are the factors of most interest
in this study, this was the order in which they were first
run. As there were no contradictions in the findings when
the order was changed, they were reported throughout in
this order.
Hypothesis II. There will be significant differences in
sex-role attitudes (as measured by the PAQ) between (a)
students in coed and single-sex schools, (b) male and fe-
male students and (c) ninth and twelfth graders.
The literature suggests a directional hypothesis on this
dimension
.
Analysis procedures . The includes three sub-scales:
male-valued (masculinity), female-valued (femininity), and
sex-specific. The male-valued and female-valued scales
can be combined, using a median split procedure,
into a
four-point androgyny classification.
In the preliminary analyses, the sex-specific
sub-
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scale, comprised of those items on which the typical male
and female fall on opposite sides of a bipolar dimension,
were included. Subsequent exploration of those items was
stopped when it was found (as Spence et al. 1975 had dis-
covered) that:
the direction and degree of relationship of theindividual items to the two other scales formed
no discernible pattern. On empirical, if nottheoretical grounds, the items clearly belong in
a separate category from the male- and female-
valued categories. (Spence, 1975, p. 39)
Discussion, then, will focus on the masculinity, femininity,
and androgyny classifications as three measures of sex-
role attitudes. One-way and univariate analyses of vari-
ance were used to analyze the masculinity and femininity
subscales and chi-square analysis was performed on the
androgyny categorization.
Hypothesis III . Self-concept (TSCS) and sex-role attitudes
(PAQ) will correlate significantly for all groups (four
school types, males and females and ninth and twelfth
graders)
.
Some earlier studies had demonstrated this correlation to
exist as a function of sex-roles. Thus, a directional
hypothesis is stated.
Analysis procedure . The relationships between the vari-
ables self-concept and sex-role attitudes, as measured by
the scales derived from the PAQ
,
were analyzed using the
Pearson product-moment correlation and Spearman's rho (for
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rank-order data)
. Correlational matrices were used to
indicate both the degree of correlation and the level of
statistical significance of the correlation.
Hypothesis IV . Significant differences will be found be-
tween androgyny groups on the dimension self
-conceptf!
Analysis procedure
. Simple 1x4 ANOVAs were run in order
to determine the relationship between self-concept scores
(as measured by the TSCS ) and the four-group androgyny
classifications (derived from the PAQ )
.
Hypothesis V . Rating of self (androgyny, self^scale, PAQ)
will not correlate significantly with rating of others
(androgyny other-scale, PAQ)
.
This hypothesis was generated in an effort to replicate
Spence et al.'s (1975) recent findings that self-ratings
on the androgyny scale are relatively unrelated to the
androgyny (or stereotyped perceptions of others (i.e.,
the "typical" peer). The two ratings are derived from
the two forms of the PAQ which ask for the subject to rate
him or herself and then the typical student on the various
attributes
.
Analysis procedure . In order to determine the independence
of one from another, Spearman rho correlations for the
rank-order variables were computed for the different sub-
groups (e.g.
,
sing le-sex males , ninth graders , etc . )
.
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Utilization of Findi ngs
It is anticipated that the information gathered in
this study will serve heuristic as well as practical pur-
poses. In addition to stimulating further investigations,
the results will be available to the participating schools
for their use in reviewing admissions procedures, curricu-
lum revisions, staffing and other school related areas.
Data generated by the and reactions to the TSCS
are to be shared with those who developed the instruments
in order to refine and otherwise improve them.
The following chapter describes the results of the
analyses as they apply to the specific hypotheses.
CHAPTER I V
RESULTS
The findings of this study confirmed some hypothe-
ses and rejected others. The variable that appears to be
the most influential throughout is that of sex of student
and where significant differences do occur, it is most
often between the sexes or in a sex by school or sex by
grade interaction.
The results of the various analyses are reported,
in order of hypothesis, by means of descriptive statistics,
tables and graphs.
Hypothesis I
There is no difference in self-concept (as measured
by the TSCS) between (a) students in coed and single-
sex schools
,
(b) male and female students, and (c)
ninth and twelfth graders .
For the criterion self-concept
,
the total positive
score ( TPQS ) from the TSCS was used. Table 1 provides an
overview of the range of scores by group, indicating number
of students in each (N) , means (M) and standard deviations
(SD) . Table 2 presents the Multiple Analysis of Variance
for type of school (four school groups) and grade level.
As can be seen in Table 2 , a highly significant
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TABLE 1
MEANS AND STANDARD DEVIATIONS OF DIFFERENCE SCORES
BY TYPES OF SCHOOL, SEX, AND GRADE
School
Coed Single-Sex
9th 12th 9th 12th
Male
M 129 60 50 120
M 338.6 325.2 343.5 344.6
SD 26.2 40.0 39.7 33.5
Female
M 24 41 23 37
M 324.9 344.7 316.7 331.1
SD 39.7 24.6 40.8 34.7
MANOVA FOR
TABLE 2
TYPE OF SCHOOL (SSM, SSF,
AND GRADE LEVEL
COM, COF)
,
Source SS df MS F p
(A) school 20094.27 3 6698.09 5.44 .001
(B) class 234.75 1 234 .75 .191 .663
(AxB) school by 12021.22 3 4007.07 3.26 .022
grade
within 465121.75 378 1230.48
groups
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main effect for type of school exists (p=.001) as well as
a moderately significant interaction between school and
grade level (p<.05). This demonstrates that the mean self-
concept scores differ significantly between the four school
groups. In the two school univariate analysis (single-sex
versus coed)
,
this school effect is similarly seen as a
school by sex interaction, indicating a differential per-
formance of the four groups. This effect on self-concept
of sex and type of school operating together is portrayed
graphically in Figure 3, showing the proximate high self-
concept means for single-sex school males and coed females
and the low means for single-sex females and coed males.
Furthermore, a significant interaction occurs be-
tween type of school and grade level. Figure 4 shows the
four school types by grade level and their corresponding
change in self-concept mean. Mean scores for females im-
prove considerably from 9th to 12th grade (+20 for coed
females, +16 for single-sex females) while single-sex males'
means remain constant and coed males' scores decrease by 14
points. By collapsing across school type, a sex by grade
effect is noted (Figure 5) in a moderate overall decrease
for males from 9th to 12th grade and a significant increase
in self-concept for females from 9th to 12th grade. While
it is accurate to state that for females, regardless of
school, there is a significant increase over time in self-
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Figure 3. Sex of student by type of school
interaction on self-concept .
120
Figure 4. School type by grade level interaction
on self-concept
.
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Figure 5. Sex of student by grade level interac
tion on self-concept
.
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concept scores, it would be misleading to claim this for
males. As was noted, the moderate decrease in their mean
self-concept is in fact the combined reflection of no
change over time for all male school students and a sig-
nificant drop in scores for the coed males between the
freshman and senior years.
Hypothesis II
There will be significant differences in sex-role
attitudes (as measured by the PAQ) between (a)
students in single-sex and coed schools, (b) male
and female students, and (c) 9th and 12th graders.
For the criterion sex-role attitudes, (1) the
self (how I view myself on those attributes) and stereo-
type (the typical peer)
,
male-valued (masculinity) and
female-valued (femininity) subscales of the PAQ were ana-
luzed using one-way ANOVAs and univariate MANOVAs ; and (2)
the androgyny classifications were examined in the con-
text of school, sex, and grade by means of chi-square
analyses
.
Male-valued and female-valued subscales. As anticipated,
male-female differences were highly significant. Due to
the fact that sex of subject is the determining factor in
the orientation toward masculinity or femininity on the
PAQ, it precludes there being significant differences among
other groups, with their mix of sexes. The analysis con-
123
firmed this, revealing no significant differences on the
self scale between types of school and grade levels as
main effects.
Table 3, listing means, standard deviations and p
values, indicates that males, in comparison with females
(regardless of school or grade) received more masculine
self-report scores on the male-valued scale and less femi-
nine scores on the female-valued scale. On the stereotype
rating (rating the typical student)
,
males perceived sig-
nificantly greater differences (i.e., males as more mascu-
line) between the typical male and female on the male-
valued (masculinity) stereotype scale. The only finding
of significance on the two schools' comparison was that
coed students (male and female) perceived greater differ-
ences than did single-sex students between the typical male
and female student on the female-valued stereotype scale.
Stated differently, the coeders , regardless of sex,
ascribed to the "typical" female a significantly greater
degree of femininity (p=.0001).
Univariate MANOVAs of masculinity and femininity
sub-scales for "self" and "typical" others (stereotype)
supported the one-way ANOVAs and allowed for the reporting
of results as interactions between school and sex (hence,
a four school analysis). Again it is noted that with the
exception of the "typical other" (or stereotype) rating on
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TABLE 3
MEANS AND STANDARD DEVIATIONS AND p VALUES
FOR MALE-FEMALE DIFFERENCES
Scale Male Female
M SD M SD P
Self-
Rating
Masculine 22.68 3.89 20.89 4.16 . 0001
Feminine 21.98 4.09 23.82 3 . 98 .0001
Other
Rating
Masculine 20. 88 3.76 18.35 2.66 .0001
Feminine 20.15 4.68 21.02 3.20 .07
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the female-valued subscale there was no main effect of
school or grade level and nowhere was there a school by
grade or sex by grade interaction. Figure 6 describes
this school by sex interaction on the self-rating scale.
It can readily be seen that single-sex males perceive them-
selves as having more masculine and feminine attributes
than the coed males and that coed females regard themselves
also as having more masculine and feminine attributes than
their single-sex school female peers.
Androgyny classification
. For this population, the mean of
the median scores for both the male-valued and female-
valued scales were determined and individuals were classi-
fied, according to their position above or below this mean
as either low masculine-low feminine (LoM-LoF)
,
low
masculine-high feminine (LoM-HiF)
,
high masculine-low
feminine (HiM-LoF)
,
or high masculine-high feminine (HiM-
HiF) . When the hypothesis of the independence of the
variables school, sex and grade level from these androgyny
classifications was tested via chi-square analyses, sex
of student and school (four types) were found to be sig-
nificant. The distributions for each sex and type of
school are given in Table 4. The frequency of the cate-
gorizations differed significantly from what might be ex-
2
_
pected by chance among the groups, with the obtained x -
39.02, df=3 significant at .0001 for sex of student and
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Female-valued: ----- F=6.55, df-1/372, p-.0108.
Male-valued: F=6.75, df=l/365, p =.009.
Figure 6. School type by sex of student interac-
tion on PAQ Self-Rating scale.
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TABLE 4
DISTRIBUTION OF ANDROGYNY SCORES
Category12 3 4
LoM-LoF LoM-HiF HiM-LoF HiM-HiF
Sex
Male
n
%
53
20.7
34
13.3
80
31.3
89
34.8
Female
n
Q.
"O
26
22.2
46
39.3
14
12.0
31
26.5
= 39.02, df = 3, p < . 0001.
School
Single-sex
male
n
%
34
20.0
21
12.4
49
28.8
66
38.8
Single-sex
female
n
%
18
30.0
22
36.7
7
11.7
13
21.7
Coed male
n
%
23
25.6
12
13.3
32
35.6
23
25.6
Coed female
n
%
5
9.
1
24
43.6
7
12.7
19
34.5
= 53.89, df = 9, p < . 0001.
128
the obtained x^=53.89, df=9 significant at .0001 for type
of school. As can be seen from the table, males generally
scored more frequently in the 3rd (HiM-LoF) and 4th (HiM-
HiF) categories than did females and with the exception of
the coed females, the least common category was that which
represents a cross-sex typing or high masculine-low femi-
nine for females and low masculine-high feminine for males.
A higher percentage of males and a lower percentage of
females than anticipated (from Spence et al., 1975) were
classified as "androgynous" (high masculine and high
feminine) . Single-sex school males and coed school fe-
males scored a similarly high percentage of students in
the androgyny category, while a similarly low percentage
of coed school males and single-sex school females did
likewise
.
Hypothesis III
Self-concept (as measured by the TSCS) and sex-
role attitudes (as measured by the PAQ) will cor-
relate significantly for all groups (four school
types, males and females, and ninth and twelfth
graders) .
The relationships between the variables self
concept and self-rating on the masculinity, femininity and
androgyny scales were measured using both the Pearson
product-moment correlation (for ordinal data) and Spear-
man's rho (for rank-order data). Correlational matrices.
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showing the intercorrelations for the four school types,
are presented in Tables 5-8. it must be noted here that
due to the large sample involved in the study, most of the
correlations reached statistical significance but many were
of no practical significance. For this reason, the cor-
relation coefficient (r = Pearson's, r® = Spearman's) is
presented.
As predicted, there was a positive correlation
between the variables self-concept and the male-valued,
female-valued and androgyny indices for all groups. How-
ever, the relationships were not to the high degree that
other researchers had noted (e.g., Spence et al.
,
1975).
Self-concept shows a moderately high association with
androgyny rating throughout (r^=.41 for coed and single-
sex school males and coed females and r^=.35 for single-
sex school females) and a relatively high correlation with
masculine self-rating for each group (single-sex school
females, r=.53; coed school males, r=.50; coed school fe-
males, r=.43; single-sex school males, r=.37). A corre-
lation of .50, for example, means that at least 25% of
the variance in self-concept can be explained or pre-
dicted by the male-valued score on the PAQ. It is inter-
esting to note the low positive correlation between self-
concept and feminine self-rating and the similarities
according to school type rather than sex of student.
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TABLE 5
INTERCORRELATIONS AMONG THE VARIABLES IN
THE SINGLE-SEX MALE SCHOOL
Variable 1 2 3 4 5
1. Self-Concept
.37 .21 .41^ .11^
(.08)
2. Male-Valued .02 .69^ .24®
( . 408)
3. Female-Valued — .42^ -.06®
( .229)
4. Self Androgyny — .15®
(.026)
5. Other Androgyny —
p < .01, except as indicated in parentheses.
gSpearman's rho.
TABLE 6
INTERCORRELATIONS AMONG THE VARIABLES IN
THE SINGLE-SEX FEMALE SCHOOL
Variable 1 2 3 4 5
•
1. Self-Concept .53 .20
(.061)
.
35^ -.12®
(.190)
2. Male-Valued .15
(.120)
.71^ -.16®
(.119)
3. Female-Valued — . 62^ .01®(.470)
4. Self Androgyny — -.11®(.208)
5. Other Androgyny
“ —
^
_ 01
,
except as indicated in parentheses
.
^Spearman's rho.
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TABLE 7
INTERCORRELATIONS AMONG THE VARIABLES IN
THE COED MALE SCHOOL
Variables 1 2 3 4 5
1. Self-Concept —
. 50 . 30 .41^ -.21®
( . 025)
2. Male-Valued — .11
(.154)
.76^ -.08®
(.241)
3. Female-Valued — .49® -.20®
(.031)
4. Self Androgyny — -.20®
( . 032)
5. Other Androgyny —
p < . 01, except as indicated in parentheses.
3Spearman's rho.
TABLE 8
INTERCORRELATIONS AMONG THE VARIABLES IN
THE COED FEMALE SCHOOL
Variables 1 2 3 4 5
1. Self-Concept . 43 .33 .41® . 07®
(.311)
2. Male-Valued — . 15
(.138)
.85® -.15®
(.133)
3. Female-Valued — .25®
(.035)
-.06®
(.335)
4. Self Androgyny — -.23®(.043)
5. Other Androgyny
"
p < .01, except as indicated in parentheses.
^Spearman's rho.
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Single-sex school students, both male and female, demon-
strate a low degree of relationship between self-concept
and female-valued attributes (r=.21 and r=.20, respec-
tively) and coed school males and females show a somewhat
higher but similarly close relationship between the two
variables (r=.30 and r=.33, respectively). This would
seem to indicate that for these two variables (self-
concept and femininity)
,
the relationship is defined more
by school (coed versus single-sex) than by sex.
Hypothesis IV
Significant differences will be found between
androgyny groups on self-concept.
The results of these analyses provide an abundance
of support for the thesis that self-concept and degree of
androgyny are highly and positively related. The 1x4
analyses of variance revealed that out of all the various
groupings (total population, two-school and four-school,
sexes, grades)
,
only the single-sex school and coed school
females showed anything other than a consistently high
significant positive relationship. Table 9 presents the
mean self-concept scores for the four androgyny categories
by type of school.
The findings here concur with the studies of Bohan
(1973) , Connell and Johnson (1970) , Steriker and Johnson
(1977) and Spence et al. (1975), who noted a greater
133
TABLE 9
means and anovas on self-concept scores as a functionOF COMBINED MASCULINITY—FEMININITY (ANDROGYNY)
Androgyny
Category Mean
All Male School Group
1 (LoM-LoF)
2 (LoM-HiF)
3 (HiM-LoF)
4 (HiM-HiF)
320.76
331.19
339.92
359.90
MS Between
MS Within
F (3/167)
P <
13,108.9
1,131.8
11.58
.0001
All Feraale School Group
1 (LoM-LoF)
2 (LoM-HiF)
3 (HiM-LoF)
4 (HiM-HiF)
317.61
314.36
336.00
349.69
MS Between
MS Within
F (3/56)
P =
4.076.3
1.200.4
3.40
.024
Coed Male Group
1 (LoM-LoF)
2 (LoM-HiF)
3 (HiM-LoF)
4 (HiM-HiF)
310.22
324.92
328.13
353.96
MS Between
MS Within
F(3/86)
P =
7,538.9
1,119.8
6.73
. 0004
Coed Female Group
1 (LoM-LoF)
2 (LoM-HiF)
3 (HiM-LoF)
4 (HiM-HiF)
331.00
330.00
338.86
354.47
MS Between
MS Within
F(3/51)
P =
2,262.8
823.1
2.75
. 0522
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positive correlation between self-esteem and masculine
characteristics than between self-esteem and feminine
attributes. Androgyny classification 3 (high masculine-
low feminine) consistently reflects a higher self-concept
mean than classification 2 (low masculine-high feminine).
It was anticipated that the undifferentiated clas-
^ification (category 1, low masculine— low feminine) would
show the lowest mean self-concept scores but, in fact,
both female groups had slightly lower category 2 self-
concept means.
Hypothesis V
Rating of self (androgyny rating from self scale
of the PAQ) will not correlate significantly with
rating of others (androgyny rating from typical
other scale of the PAQ)
.
For this hypothesis the rank-order correlations
between self-androgyny and other-androgyny (or stereotype
score) were computed using Spearman's rho (Tables 5-8).
For the entire population, the Spearman rank correlation
was .02, suggesting no difference (orthogonality) between
self and stereotype rating. When the four school types
were analyzed, none were significant at the .01 level and
g
with the exception of the single-sex school males (r =.15)
,
all were in a negative direction (single-sex school fe-
males, r^=-.ll; coed males, r^=-.20; coed females, r =-.23).
These findings would appear to confirm those of
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Spence et al. (1975), who noted that:
The relationships between reports of personal
attributes and perceptions of the normative
attributes of peers are small and only occasion-ally significant, thus suggesting that the twosets of judgments are relatively independent.
They concluded that, contrary to findings of some earlier
research (Rosencrantz et al.
, 1968), individuals' self-
images and perceptions of others in regard to sex-role
attributes are not distorted to conform to their sex-role
beliefs (Spence et al., 1975, p. 38).
The preceding chapter has presented the results
of this study in both written and graphic format. What
follows is an extensive consideration of these findings
as well as their implications for further investigation.
CHAPTER V
DISCUSSION, LIMITATIONS, AND IMPLICATIONS
FOR FUTURE RESEARCH
Introduction
The findings in this study, while often statistic-
ally significant, were frequently not in line with the
predictions. The broad notion that coed students would
fare better than single-sex school students on both the
self-concept and sex-role attitudes measures was not
supported. No such generalizations about single-sex ver-
sus coeducation can be made from these findings. However,
the many significant results merit considerable attention.
The most consistently noteworthy findings in-
volved the interaction of sex of student and type of
school while analysis of the data reflecting the main
effects of changes over time (from ninth to twelfth grade)
,
male and female comparisons, and classification of groups
as coed and single-sex revealed surprisingly few signifi-
cant results.
The major dependent variables of self-concept and
sex-role attitudes are discussed according to sex of stu-
dent, type of school and grade level. Limitations of the
study as well as implications of these findings and
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suggestions for future research conclude this chapter.
Self-Concept
Males and females. That boys and girls, regardless of
school or grade level, did differ was predictable to
some degree from findings of past researchers (e.g.,
Maccoby & Jacklin, 1974) who noted that while differences
could often be found among certain dimensions of self con-
fidence (e.g., "expressivity" versus "instrumentality"),
the overall level of self-satisfaction was similar. Fur-
thermore, this particular population of females is gener-
ally a highly-motivated and select group who have dis-
tinguished themselves prior to admission, in a variety of
achievement and performance-related areas.
Grade level . The finding of no difference between 9th and
12th graders, regardless of type of school and sex of stu-
dent, supports the notion of a stable, relatively unchang-
ing, adolescent self-concept over time (e.g., Engel's
central thesis, 1959; Washburn, 1961). But it is impor-
tant to point out that only if we lump the various groups
together can we agree that there is no difference. The
size of the sample obscures the fact that those particular
groupings are composed of very distinct populations.
To say that significant differences between coed
and single sex schools do not exist (based on a 2 types of
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school model) is misleading as it neglects the very factor
(sex) that provides the "type of school" definition.
This discussion, therefore, will center primarily
on the results as they were analyzed according to the four
schools distinction.
School, sex, and grade level . Of most interest are the
findings related to the interactions of school, sex and
grade level. While the differences between schools are
highly significant (p=.001) (Self-concept means: single-
sex males = 343, single-sex females = 326, coed males =
330, coed females = 340)
,
it is the interaction of the
four school-types with grade level that reveals the most
interesting results.
As noted earlier, the interaction of sex and grade
(Fig. 5) revealed that 9th grade males were significantly
higher in self-concept than 9th grade females but 12th
grade males dropped moderately to below the point where
12th grade females' scores rose sharply. That comparison
becomes more pronounced when sex of student is subsumed
under type of school and the school by grade interaction
is analyzed (Fig. 4). Now we see that 9th grade females,
single-sex and coed, score lower on the self-concept
measure than ninth-grade males but their twelfth grade
means indicate a substantial parallel, positive increase
(single-sex females = +16; coed females = +20). Coed and
1
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single-sex school males, with their similarly high means,
show, at the ninth grade level, a significantly different
pattern of change. Single-sex school twelfth graders re-
main at their ninth grade level while coed males decrease
in self-concept scores by a substantial amount. As twelfth
graders, the lowest scoring group are the coed school males
and the highest are the coed females. Is there an explana-
tion for this?
Single-sex school males (SSM) . The relative stability of
this group may be partially a function of: (a) the strength
gained through "tradition" and pride of this particular
school ('we're single-sex and proud of it'); (b) the empha-
sis on and support for achievement, mastery, and instru-
mentality in this predominantly male environment; (c) the
absence of opposite-sex peers and the subsequent protection
that this provides, protection from the self-doubting and
questioning that inevitably occurs in heterosexual relat
ing and experimentation. The unisexual reference group
(male) supports the image of self as strong, self-assured,
and confident and the kind of self-query ("where do I fit
in?") that adolescent males would be expected to pursue
when confronted with competent, motivated females is miss-
ing; (d) if 9th and 12th grade scores can be interpreted
as reflecting changes over time in self-concept, then
the
SSM group seems remarkably unaffected over the 3
years in
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this school on the dimension of self-concept. We might
conclude, therefore, that the socialization effect is
limited.
Coed school males (COM) . The decline in overall means of
self-concept scores between 9th and 12th graders is one of
the most interesting changes in this study and warrants
careful attention.
(a) This school, as well, has a long history of
excellence and by all standard measures of academic apti-
tude and performance, these students function on the same
high level as the single-sex male group. Pride and capa-
bility then would not appear to explain this decrease in
self-concept
.
(b) Could it be that, having come to coeducation
within the last decade, there are some faculty or other
significant adults who are still unhappy about this tran-
sition and directly or indirectly imply that "standards
have slipped" or "the boys aren't as motivated or as
strong or as disciplined as they used to be"? It would
not seem possible that such a message, if it is passed at
all, could have so significant an effect as this change
indicates
.
(c) Speculation strongly suggests that the presence
of females may play a large part in this change for 12th
grade coed males. The increased inner turbulence that
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arises from the face-to-face confrontation with the oppo-
site sex during adolescence, and particularly this group of
females who daily demonstrate their competence in all areas
(from extracurriculars to academics)
,
may be sufficient
challenge to their self-esteem to shake their self-
confidence. Areas that were publicly endorsed and private-
ly held as "male-dominated" (e.g.
,
leadership in school
government) are now shared by females.
(d) Perhaps as well, a socialization effect of
their daily contact with females has been to demand more
interpersonal participation, thereby increasing their vul-
nerability. This group's self-report scores may reflect a
v/illingness to be privately self-critical that does not
exist among the SS male group. However, one would imagine
if this were true, the girls' scores would be similarly
low, which was not the case.
These attempts to explain the decrease in self-
concept of the COM group are highly speculative. The
phenomenon surely invites further consideration and ex-
panded, focused research.
Single-sex females (SSF) . This group, which at the 9th
grade level is the lowest of the four, shows a positive,
parallel increase over time, similar in proportion to that
of the COF group. The surprising finding here is that in
spite of their increase, they remain relatively low in
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If
. That they v/ould not show a more marked
increase seems contrary to much of the research (e.g.,
Trickett et al., 1976; Ryan, 1974; Winchel et al., 1974),
but can be supported by others:
(a) Campbell (1969) noted that girls in single-sex
schools had a tendency to regard school in a more "hostile"
light. In fact, 'attitude toward school' was not measured
but it is possible that this was the case amongst this
group and could be reflected in their self-concept scores.
(b) Douvan and Adelson's thesis (1966) describing
the predominance of interpersonal/intimacy related issues
for adolescent females (versus achievement/identity for
males) may partially explain this finding. They argue
that the emerging identity of females develops from ex-
periences of "communion" with others (Bakan, 1966) and a
strong sense of v/ho one is follows from this intimacy.
In the single-sex arena, the opportunity for such inter-
personal expression through day to day contact with males
and the development of heterosexual relationships is sig-
nificantly diminished. As Rosenberg and Simmons (1974)
observed, "self-awareness" is more prominent in the mind
of females than males and frustration of interpersonal
success (rather than occupational or objective accomplish-
ment-oriented success) can lead to lowered self-concept.
(c) The findings here do not generally support the
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implications apparent from Homer's work (1970), that in a
single-sex school environment, free of having to compete
with males, girls will not avoid achievement success and
will presumably gain in self-esteem as a result.
Again, it is important to note that we are not de-
scribing a decline in self-concept but rather one that is
consistently rather low. That any socialization effect is
negligible as measured by these instruments is less sur-
P^^ising than the relatively low self-concept scores of this
single-sex female group as a whole.
Coed school females (COF) . The group that shows the great-
est increase in mean scores for self-concept (+20) is the
coed female population. As 9th graders they are consider-
ably lower on this scale than both coed males and single-
sex males but at the 12th grade level they are the highest
of all. Bohan (1973) had observed in his study that;
As the adolescent girl comes to recognize that
the role she is expected to assume as a female
is relatively inferior in status and prestige to
the male role, the assumption of her self-role
results in a corresponding decrease in her own
evaluation of herself. (p. 383)
This explanation runs contrary to the findings with this
group, however.
Perhaps with this group, a confluence of factors
are involved; (a) the opportunity to experience interper-
sonal success with the same and opposite sex (assisted by
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the 2:1 boy to girl ratio )
,
(b) the inclination of this
particular school to encourage females in the development
of their "agency/instrumental" selves, and (c) an aware-
ness on the part of both boys and girls that "it's harder
for girls to get in here than it is for boys" (1 admitted
out of every 4 applied for girls versus 1 out of 3 for
boys) may contribute to this remarkable leap in self-
concept for 12th grade girls.
Lambert's study (1975), referenced in Chapter II,
revealed some noteworthy aspects of the English boarding
school socialization process that may be relevant to the
COM and COF findings in this study. He notes that in coed
schools, the male "boarders who did not fit into the
coupling patterns of some schools were controlled by the
epithet 'queer' and made to feel odd" (p. 254). The coed
school in this study has a girl/boy ratio of 1:2. Mathe-
matically, at the very least, 1/2 the boys remain "un-
coupled" at any given time. Furthermore, in the coed
setting, Lambert describes the boys as less able to main-
tain close same-sex relationships than was found among
boys in the single-sex schools. Coed girls, on the other
hand (perhaps due to their interpersonal skills) manage
to "preserve a network of girl-girl friendships which seem
compatible with their intimate friendship with a boy" (p.
rt's observation accurately applies in this253). If Lambe
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setting, it may well be that a large percentage of the
coed males remain "friendless" v/ith both girls and boys.
Also inconsistent with the majority of studies is the
finding that the differences are greater between the two
groups of boys than the two groups of girls.
Sex-Role Attitudes
Clearly and consistently, the most significant
difference on the dimensions of masculinity and femininity
were found between males and females, regardless of type
of school or grade level. This is not surprising, given
that sex of subject appears to be the determining factor
in the orientation toward masculinity and femininity as
measured by the PAQ .
Self ratings . The direction of these differences would ap-
pear to confirm an observation presented by Rudy (1969)
,
McCandless (1970) and Monge (1973) that girls may less
rigidly define femininity than boys define masculinity.
The females in this study were higher in male-valued char-
acteristics than the males were high in female-valued
attributes, indicating that females, in their self-
descriptions, are more apt to incorporate opposite-sex
components than are males. Again, concentrating on the
four schools model, significant differences were found
be-
tween types of school (as a school/sex interaction) on
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these attributes.
Male-valued attributes . SSM were the highest in
masculine self-reporting on the male-valued scale, fol-
lowed by COM with SSF scoring the least masculine. The
high and low scores (SSM and SSF, respectively) seem most
likely to reflect the sex effect as well as the relative
isolation of the single-sex groups from the influence of
the opposite sex. The mean scores for COM and COF on male-
valued items were very close, raising the possibility that
in the coed setting, the self-reports of the girls are apt
to reflect their tendency to adopt more masculine com-
ponents of attitude and behavior (while the boys' masculine
self-reporting is slightly lower than their single-sex
counterparts) . The coed school in this study was recently
all-male (within the past decade) . It may be that a
lingering emphasis on typically masculine characteristics
has helped this group of females.
Female-valued attributes . The feminine scores on
the female-valued scale, however, show an opposite pattern.
SSF and SSM are closer together in their self-reports as
the COF and COM move toward the extremes. It would appear
from this that due to the presence of the opposite sex,
coed boys are less inclined than the single-sex
students
to take on feminine attributes. At the same
time, coed
girls' self-reports on the female-valued items
show a
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marked rise on the feminine self scale in comparison to
the SSF group.
A polarization in attitudes seems to develop be-
tween the sexes in masculine characteristics at single-
sex schools and in feminine characteristics at coed
schools. As was noted earlier, when the masculine and
feminine subscales are considered graphically (Fig. 6),
we can see the parallel decline in scores from SSM to COM
and the parallel incline from SSF to COF
.
Stereotype rating . On the stereotype scale, both sex and
school differences were found. On the male-valued scale,
males perceived a greater difference between the typical
male and female student than did females. No such sex
difference occurred on the female-valued (femininity)
scale, but the coed students perceived a greater differ-
ence between the typical male and female student on this
dimension than did the single-sex groups. To some degree
this is consistent with the self ratings but interpreta-
tion is confounded by the low correlations between self-
ratings and stereotyping of others on these scales. These
findings support Spence et al. (1975) , who determined that
the relationships between reports of personal
attributes and perceptions of the normative
attributes of peers are small and only occa-
sionally significant, thus suggesting that the
two sets of judgements are relatively indepen-
dent. (pp- 33-34)
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Androgyny
. When masculine and feminine scales are com-
bined to produce the androgyny classifications, sex dif-
ferences and school differences (four-schools category)
were found to be significant. As reported in Chapter IV,
males are least apt to be found in the low masculine-high
feminine category with the inverse true for females. The
highest percentage of males were in the high-high (androgy-
nous) category with the highest percentage of females in
the high feminine-low masculine category.
In the four-schools analysis, this pattern is the
same for single-sex males and single-sex females. For
coed males, however, while cross-sex typing was of lowest
frequency, the highest frequency was not androgyny but
high masculine- low feminine. Of special interest in the
coed female group is the finding that a higher percentage
of these students were high masculine-low feminine than
were undifferentiated (low-low) . While the percentage
differential is small (as are the numbers in the cells)
,
it may be further evidence of the high degree of agency
characteristics among this group.
Keeping in mind that androgyny reflects a balance
(to a high degree) of masculine and feminine character-
istics, it can be readily seen from the masculinity-
femininity subscales that the SSF group would have the
lowest percentage of "androgynous" students (due to their
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significantly lower masculine self scores) and that SSM
students, due to their consistently high masculine and
feminine item scores, would have the highest percentage of
students in the androgyny category (followed closely by the
COF) .
Masculini tZjL_ Femininity, Androgyny
and Self-Concept
In accord with other research (most notably Spence
et al., 1975), positive, significant correlations were
found between masculinity and self-concept, femininity and
self-concept and androgyny rating and self-concept. The
one point of departure from previous studies is the lower
correlation for males between masculinity on the male-
valued scale and femininity on the female-valued scale.
For SSM, masculinity was nearly orthogonal to femininity,
while for the other 3 groups it was slightly positively
related (r=.15 for both groups of females and r=.ll for
COM) . This finding is difficult to reconcile with the
high percentage of androgynous students in the SSM school.
Nonetheless, it supports earlier findings that showed
masculinity and femininity to be orthogonal (no difference)
or positively related rather than bipolar and negatively
correlated
.
When the self-concept means of the different an-
drogyny classifications were compared, it was found that
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regardless of affiliation (sex, type of school, or grade
level), the differences were highly significant. But in
the 4 school group analysis, it was not always the case
that self-concept scores increased steadily from undiffer-
entiated (Category 1) to low masculine-high feminine
(Category 2) to high masculine- low feminine (Category 3)
to androgyny (Category 4). In both female schools, the
undifferentiated groups revealed slightly higher self-
concept means than the high feminine-low masculine group.
This would seem to indicate that amongst the girls in this
study, a sense of oneself as essentially expressive (emo-
tionally reactive) without an accompanying sense of agency
(external coping and mastery) is reflected in a low self-
concept, even lower than the self-concept mean for the un-
differentiated group. For all groups, regardless of
school, the high agency-low communion category of subjects
was higher in self-concept than either the undifferentiated
or high expressive-low instrumental groups. This general
tendency is consistent with the values orientation of
society at large as well as in these particular schools.
Summary
The major theoretical questions that encouraged
this study were formulated around the impact of the single-
sex and coed school experience on (a) the self-concept of
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adolescents and (b) their attitudes regarding masculinity
and femininity. While the findings reached significance
in many instances, they were often not in line with the
gross predictions.
It was assumed, as with the population at large,
that girls would find a stronger challenge than boys in
the area of identity achievement (as reflected in lower
self-concept) and that boys would find it harder to devi-
ate from the masculine stereotype. This was only the case
for the all-girls school and coed boys school groups.
When the overall picture is viewed, it could be
claimed that for this particular population, single-sex
education favors males and coeducation favors females in
the development of a healthy self-concept and a high de-
gree of androgynous attitudes. In some significant ways,
this is quite contrary to the oft-advocated notion that
females need the single-sex environment to develop their
agency skills and males need a coeducational setting with-
in which they can develop their communion sides while
tempering their dominant tendency toward agency. Do these
differences persist into young adulthood? Contemporary
research is inconclusive on this question.
Earlier studies (e.g., Trickett et al.
,
1976) had
shown that male-female differences all but evened out by
the end of college. However, a recent report on a
study of
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women at six prestigious northeastern colleges (single-
sex and coeducational) found that women have lower self-
esteem and lower career goals and professional aspirations
than men, even though their grades are similar. The
study's coordinator noted that "something happens to make
women accept a lower level of achievement" and the limited
differences between the women's schools groups and women
in the coed schools demonstrated that "this study lays to
rest the worries that coeducation would shortchange women"
(Lois Monteiro, New York Times
,
Dec. 10, 1978). In fact,
what it would seem to say is that higher education, whether
or not it includes men, shortchanges women.
Can we predict, then, that this group of girls,
single-sex and coed, will show a drop in self-concept over
the next few years? Administrators from some coed secon-
dary schools not involved in this study indicated in per-
sonal conversations that many coed boarding schools are
an unreal environment for girls, giving them an unreal
sense of power and success. The broad range of activities,
from academics to extr acurriculars to athletics that girls
are encouraged to and do excel in in these school settings
are more and more delimited during the post—secondary
school years. While it may be true that coed college pro-
fessors are no less encouraging or respecting of women
than the women's colleges faculty, the increased sex-role
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ascription that occurs with men and women at this age leads
to a dip in self~esteem for women. Bohan had interpreted
this as being due to the adolescent girl's recognition that
relative to the male sex-role in this society, hers is in-
ferior in status and prestige (Bohan, 1973).^*^ Maccoby
and Jacklin (1974) had also observed a downward swing in
self-concept scores for women during college years. They
explained this as a reflection of the high standards that
women apply to their own work coupled with a lack of con-
fidence in controlling their own fates (an "externalizing"
tendency) with both factors increasing during the college
years
.
What these studies may serve to demonstrate is:
(a) the need for clearer definitions of self-concept, self-
esteem, and self-confidence (as well as whether or not
each is transitional, situational or fundamental) so that
subsequent studies speak the same language; (b) that what-
ever the word used (e.g. , self-concept) , it is neither
fixed nor stable by adolescence; and (c) schools at all
levels must pay closer attention to their sex-role atti-
tudes as they affect both males and females. Again we are
reminded of the conf igurationist relationships of male-
^^That the coed twelfth graders did not show a
self-concept dip relative to the younger girls in this
study may be evidence of the importance of the mixed-sex
experience for girls.
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female status and sex-roles and self-concept. The com-
plexity is obvious. The challenge is to bring the litera-
ture on attitudes and its myriad global measures into
sharper focus.
Limitations
Sample . It may have been an oversimplification to imagine
that it was possible to generalize to other settings re-
garding information gathered in this study. While it is
true that these particular schools draw from a similar
population, each clearly provides a unique atmosphere with-
in which some students thrive and prosper as others
flounder, mismatched and ill-advised. Unlike many public
schools, these independent schools are steeped in tradi-
tion, owing in large part to their long histories as al-
ternatives to public education. Changes, whether in
student population, curriculum, or staffing, are slow in
coming and once in place carry a feeling of permanence.
We must, however, be wary of stereotyping these
institutions, their facilities, and their students.
Casual observation of these groups can too easily overlook
the myriad ethnic and cultural differences as well as the
variety of backgrounds, developmental needs, and interests
of the individual students. It may be the case that the
schools themselves are guilty of infrequent review
and
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acknowledgment of these differences.
It was noted previously that the coed school par-
ticipating in this research was a recent convert to co-
education with a long history of excellence as a boys'
school. To generalize from this environment to another
coed setting, whose recent history may not include such a
transition, is to overlook such potentially powerful and
confounding variables as "tradition," faculty dissatisfac-
tion or ease in relation to the changed status, and male
to female student and faculty ratios. Furthermore, each
of the three schools in this study are well-established
and endowed New England institutions which for real (and
mythical) reasons often sets them apart in the minds of
those choosing to enroll their children. Many of the
older "eastern" schools would appear to have little in
common with their distant cousins in the west.
While the number of students involved in this
project was large, the school sample was limited in number
and, in retrospect, by the uniqueness of the specific
schools. For these reasons, and because this was a study
of school-types rather than individual students, much would
be gained from a study involving 30 schools rather than 30
students in each cell.
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Instruments .
TSCS . There were some subject reactions to the
measures that must be noted. The overall self-concept mean
for this population on the TSCS Vv/as in the 40th percentile
on the national norm. Other studies (e.g., Jones et al.,
1972) had commented that in their comparisons of single-
sex and coed schools on the dimension self-esteem, all
groups were less than satisfied with themselves. This
seems mostly to be a function of adolescent identity
struggle. But this low score was not anticipated, given
the generally high level of competence and success orien-
tation of this group. Perhaps backgrounds as they reflect
a high level of expectation in areas of personal perform-
ance has contributed to a sense of 'not measuring up' and
an increase in sensitivity and self-awareness. However,
it also seems likely that this is an indication of a 1977
teenager's reaction to a 1964 test. A small but vocal
group in the single— sex schools expressed their dissatis-
faction with some of the questions (e.g., 'Question #20,
I am a sick person , is insulting'). Supposedly appropri-
ate for adolescents, a number of questions are clearly
adult-oriented ( I am popular with men/women ) , while others
are value-laden in a non-contemporary sense (I ought to go
to church more ) . The TSCS must be revised for adolescents
ited to subsequent
and updated in general in order to be su
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measurement of the self-concept
PAQ. Contemporary in its development, the PAQ does
not suffer the same shortcomings as the TSCS . While social
desirability does not appear to significantly influence the
way respondents answer the questionnaire (Spence et al.,
1975)
,
there is no control for calculated responses (such
as the lie scale on the MMPI ) . In the case of the all-
boys school, the topic of coeducation versus single-sex
education was warm if not occasionally hot. One student
conunented afterward that he knew what I was 'getting at,'
that I was out to prove that 'boys' schools breed machis-
mo' and he claims therefore to have answered contrarily.
Due to the fact that the mean scores were within the
range for other high school students, it is unlikely that,
as a group, the single-sex school boys would have scored
so androgynously through premeditation. Nonetheless, the
possibility must be acknowledged.
In future studies, one v/ould be well-advised to
design and validate some original instruments. New mea-
sures would more appropriately contextually examine, for
instance, heterosexual relationship, influence of signifi-
cant others (parents and faculty) , and degree of internal-
izing versus externalizing rather than attempting to de
termine a global "self-concept.
Design. Due to the quasi-experimental nature of this
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study, the following design limitations are immediately
apparent
:
(a) This was a "one-shot" study and findings may
reflect an artifact of this design. Conclusions regarding
changes over time were based on the relative stability of
this group over the years regarding socio-economic status,
educational background, ethnicity and other characteristics
typical of these student groups. A longitudinal approach
requiring an investment of many years and much money was
not possible with this study.
(b) The sample was selected and not random. Condi-
tions did not allow for an experimental approach including
pretests, random school assignments, control groups, and
posttests
.
(c) The study did not attempt to evaluate the
schools in the areas of faculty attitudes and teaching
approaches, direct effects of curriculum or social programs
and their influence on students.
While this design was not as effective in determin-
ing a valid causal relationship as a more experimentally
oriented investigation would have been (due to the fact
that direct manipulation of the independent variables was
not possible) , it remained the most effective means of de-
termining degrees of relationship among variables.
Dependent variables. The variance found among the
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dependent and independent variables in this study may be
in part due to the vast complexity of these phenomena
(self-concept and sex-role attitudes) . In attempting to
speak to a whole gestalt of adolescent self-concept, we
must be wary that this one dimension, the secondary school
experience, does not assume a greater influence than is
appropriate within the context. Clearly there are a host
of variables in addition to the school experience that have
already influenced and continue to affect self-concept and
attitudes regarding masculinity and femininity. Future
studies of this population would do well to focus the re-
search on less global and attitudinal concepts.
Implications of This Study
The findings in this study indicate the presence
of significant differences between the various school en-
vironments, both in the realm of self-concept and sex-
role attitudes. There is sufficient literature of both a
theoretical and empirical nature to quote authority to
argue in opposite directions with these research results.
What one chooses to reference often justifies, conscious-
ly or not, personal biases. Efforts to explain these
findings have occasionally involved a broad spectrum of
speculations. In the case of the relatively high self-
concept scores for single-sex males for example, it
may be
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either (a) evidence of a high degree of confidence and
security, whereby "their strongly forged links with similar
individuals co-operate to produce a cadre of distinctive,
mutually supporting persons, widely (and correctly) re-
garded as privileged" (Tiger, 1969, p. 201) or perhaps it
is (b) an indication of insecurity and a lack of confidence
revealed through the minimization of self-criticism on
the self-reports.
It remains to be seen, nonetheless, how (or whether
or not) schools will use the data available to them. Some
recommendations for the utilization of findings and im-
plications for future research are presented below.
Schools . Perhaps the fairest way of reporting the distinc-
tions between schools would be to point out that: (a) this
particular coed school (and perhaps others) may be better
for girls than boys in promoting positive self-concepts
and androgynous sex-role attitudes, according to these
instruments, at this time and (b) with similar qualifica-
tions, boys in the boys' school fare better than boys in
the coed school and girls in the girls' school on these
dimensions
.
Qj-j0 implication of the results for these and other
schools is that there is nothing permanent about these
findings. The data gathered in research is at least as
dynamic as the institutions it represents. Schools must
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constantly be asked and asking whose needs they are meet-
ing: students, alumni/ae, parents, colleges? Such evalua-
tion demands frequent and thorough review of staffing
(e.g., how individual faculty members function as male or
female role models in addition to "instructors"); educa-
tional curriculum (e.g., do courses accommodate an an-
drogynous complimentarity of thinking and feeling, of in-
strumentality and expressivity?); and extra-curriculars
including social programming and activities that encourage
physical and emotional development.
We can also conclude from the data that in the
area of self-concept, the socialization effect of these
school experiences is more pronounced for females than
for males, with girls showing a positive increase over time
and boys either unchanged (SSM) or declining (COM) in self-
concept. All schools need to be more aware of the develop-
mental needs of their students and the dramatic physical
and psychological changes that can occur over a four year
time period.
Attention must also be paid to the matching of
student and school. As Trickett et al. (1976) pointed out:
What was not investigated here but is probably
quite important is the "fit" between certain types
of students and certain types of schools. It seems
quite likely that for certain students coeducation
is important and positive and for others it may e
a neutral or even negative experience. The same
may be said for single-sex school students. While
there is a degree of self-selection to schools by
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most students, there are certainly some who are
mismatched and who feel like "misfits" as a re-
sult. Knowledge about what student-school matchesfacilitate learning and certain socialization goals
could be very valuable. (p. 72)
Finally, if any portion of this study serves to prime the
pump for discussion within these or other school communi-
ties, it will have served a vital function.
Future research
. In order to make more substantial claims
regarding the effect of the secondary school experience on
same-sex and opposite-sex relationships, we must further
define and delimit the independent variables in order to
measure and control or analyze the influence of other
factors. More attention to such variables as family deci-
sion-making processes, parental expectations, and family
constellations might well reveal significant relationships
between, for instance, family history and degree of an-
drogyny. The background data, as it was compiled and ana-
lyzed for this research, revealed little more than a
marginal, positive relationship between mother's employ-
ment and androgyny for girls. Limited data and a lack of
sufficient controls, however, do not allow for meaningful
conclusions to be drawn regarding these factors.
Furthermore, the need for systematic observation of
behavior in addition to attitudinal self-reports is clear.
It has been noted, for example (Tamayo et al., 1971), that
students' reported perception of their comfort level with
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the opposite sex may be widely discrepant from accounts of
third-party observers.
It is not clear, as well, which aspects of the
school experience may be more influential than others in
affecting the dimensions under study. We can only wonder
about the relative impact of peers versus significant
adults on student behavior and a growing sense of self.
Future studies might examine predicted parallels between
faculty and student responses to the same measures.
School history and "school spirit" often assume a
human-like presence in these communities and can catalyze
activity and behavior in predetermined directions. Some
measure of the internalization of this external phenomenon
("tradition") would help in sorting out the relative influ-
ence of other variables.
An important question that remains to be answered,
regardless of the nature or direction of the significant
differences found, is their long-term effects on the health
and growth of these adolescents. The presence or absence
of differences should not be confused with value judgments
('good' or 'bad') in relation to students or schools. The
limitations of this study, cross-sectional and one-time,
have been pointed out previously. Longitudinal research
remains the only way to determine whether or not these sig-
nificant differences persist over time. An interesting
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piece of research was conducted by Atherton (1972-4) in
England, Wales and Scotland in an effort to determine some
lingering effects of attending coed versus single-sex
schools. In response to a questionnaire distributed by
general practitioners to an unselected population (over
1,000 each, men and women), Atherton found that:
for those who spent five years or more in any type
of secondary school, the coeducational group had
significantly higher happiness scores, both for
men and for women. Subjects believed strongly
that coeducational schooling helped them in making
a happy marriage, and in their everyday relation-
ships with the opposite sex. (p. 221)
Such a follow-up on this population could yield equally
interesting results or might show, as others have specu-
lated, that differences found during adolescence seem to
diminish in adulthood.
Conclusion
Continued analysis would add to the data current-
ly available on self-concept variables and to the growing
body of literature on sex-roles and attitudes in present-
day society. We may conclude from this research that some
of the observations of McCandless (1970) and Monge (1973)
regarding male and female options and Coleman (1961) and
Jones et al. (1972) regarding the behavior of
mixed-sex
groups, remain valid for contemporary adolescents.
A
double standard may persist for males and females,
whereby
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females are encouraged to (and inclined to) take on tradi-
tionally masculine attributes of competence and achievement.
Males, on the other hand, are discouraged from assuming
female, interpersona lly-oriented behaviors. The high male-
scores of the coed school girls and the low female-
valued scores for the coed boys may be additional evidence
of this phenomenon. Furthermore, the single-sex school
males' higher androgyny self-rating scores seem to support
the notion that in the absence of girls, they are more
inclined to acknowledge and demonstrate their "feminine"
attributes of expressivity and communion.
We should not conclude from this, however, that the
single-sex environment is "better" for boys. Rather it
seems that the challenge to males to become more inter-
personally related in the presence of females has lagged
behind the females' ability to become more achievement-
oriented in the presence of males. Lambert (1971) notes
hopefully that as segregated images of the sexes erode and
androgynous attitudes are reinforced, men and women will
begin to psychologically resemble one another.
Women will wish to develop their potentials and in
a greater and more interesting variety of ways.
Men will be "feminized" in the sense of worrying
less about their virility. Freed from rigid be-
liefs about what it means to be a man, they may be
less inclined to act aggressively in the service of
threatened masculine identities. (Lambert, 1971,
p . 60
)
It remains to be seen to what degree we can relinquish our
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hold on prejudiced thinking about the "desirable" behavior
of males and females.
It is my hope that future research will focus spe-
cifically on the nature of heterosexual relationships in
these mixed and single-sex schools and generally, on the
conditions necessary for social change in these environ-
ments. Schools, on the other hand, will be challenged to
sort out and utilize available data and research in evaluat-
ing their communities and responding with structural
changes designed to facilitate personal and institutional
growth.
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APPENDIX A
PAlVi’ I
BACKGROUIsIDIN FORMAT 1 ON
You will notice tnat tne first three columns ( j|l
,
2
, 3) arealready filled in. This is an identification number that will
allow me to keep the corresponding key-punch cards in order.
You will record all of your answers in the same manner as #1,
2 and 3
.
By way of illustration, we will do #4 together. Question #4
asks :
4. Which type of school are you in nov;?
0 - all boys
1 - all girls
2 - coed
On the ansv/er sheet, above the number 4
,
is a column with
smaller numbers 0 through 9. You will pencil in either 0, 1,
or 2 as the case may be. You will shade in from dot to dot
across the correct answer.
Every question must be answered, even if the answer is "not
applicable" or "other". The first section is multiple choice.
Some questions have up to nine possible choices so read through
all the answers before choosing. Please be sure you have not
skipped over any questions and that each question has only one
answer
.
Remember that these questionnaires will remain anonymous. You
will not be asked at anytime to identify yourself by name.
5. What is your sex?
0 - Male
1 - Female
6 . How old are you to
0 - 14 or younger
1-15
2 - 16
3-
17
4-
18 or older
tlie nearest year?
181
I182
Vyhdt class arc yen in?
0 - Freshman
1 “ One year sonicu' or Pos t
-Gr<jdua
L
lj
2 - two year senior
3 - three year sen i(')r
4 - four year senior
What was your previous school?
0 - public school
1 ~ private day school, sirujle-sex
2 - private day school, coed
3 - private residential school, single-sex
4 - private residential school, coed
5 - otiier
In what religion were you raised?
0 - Catholic
1 - Protestant
2 - Jewish
3 - Other
4 - no religion
Overall, how religious is your family in comparison to
other families?
0 - Above average
1 - average
2 - somewhat less than average
3 - not religious at all
11.
Have you always lived with both parents?
0 - yes
1 - no; mother died
2 - no; father died
3 - no; separation or divorce, mother left home
4 - no; separation or divorce, father left home
5 - I left home
6 - other
12.
How old were you when the above incident happened?
0 - not applicable
1 - from zero to three years old
2 - between three and six
3 - between six and ten
4 - between ten and fourteen
5 - between fourteen and nineteen
13.
bo you have an older brother or brothers?
0 - no
1 - yes
,
otie brotlier
2 - yes, two brothers
3 - yes
,
three
4 - yes, four or more
183
Ijo y^hi have a veuncjer Ijrether ei IjicjLliers?
0 - no
1 - yos
,
one brot.her
2 - yes, tv^o brothers
3 - yes
,
tliree
4 - yes, four or more
you have an older sister or sisters?
no
yes, one sister
yes, two sisters
yes
,
three
yes, four or more
16. Do you iiave a younyer sister or sisters?
0 - no
1 - yes, one sister
2 - yes, two sisters
3 - yes, three
4 - yes
,
four or more
17. Which older sibling is closest to you in age?
0 - not applicable
1 - brother
2 - sister
Do
0 -
1 -
2 -
3 -
4 -
18.
Which younger sibling is closest to you in age?
0 - not applicable
1 - brother
2 - sister
19.
How are major family decisions made?
0 - father makes them all
1 - mother makes them all
2 - father and mother make them, however in different areas
3 - father and mother make them together
4 - the entire family discusses them and comes to a decision
5 - other
20.
What level of education did your father complete?
0 - eight years or less
1 - some high school
2 - high school graduate
3 - some college or junior college
4 - college graduate
5 - some graduate school
6 - professional or graduate degree
7 - not applicable
1184
21
. Wluit l(jvol of oducaLioii y(,)ur mothor complote?
0 - eiqht years or less
1 - some hiyh school
2 - high school yraduate
3 - some col lecje or junior colleye
4 - college graduate
5 - some graduate school
6 - professional or graduate degree
7 - not applicable
22. What is (or was) your father's main occupation?
0 - Professional (medicine, law, etc.)
1 ~ other professional (nurse, social worker, teacher, etc.)
2 - manager, proprietor, administrator, businessman, etc.
3 - secretary, clerical, sales
4 - technician, craftsman
5 - semi-skilled, unskilled labor
6 - househusband
7 - other- . r nv,it applicable
23. What is (or was) your mother's main occupation?
0 - Professional (medicine, law, etc.)
1 - other professional (nursing, teaching, social work, etc.)
2 - manager, proprietor, administrator, businesswoman, etc.
3 - secretary, clerical, sales
4 - technician, craftswoman
5 - semi-skilled, unskilled labor
6 - housewife
7 - other or not applicable
Please go on to the next section Part II.
APi'i'ini) 1 X li
PART 11
PERSOInIAL ATTRlHUTr.S QUE ST 1 OR NA 1 PJ-l
You may prtjceed v/ith the nex
there are no right or wrong
These are personal opinion s
t iiuest i onnaire . Remember
ansv/ers to these questions
urveys, not "tests."
that
Be sure to continue in sequence on the purple answer sheet.ou will begin with question #24 and answer it in the cor-
responding column on your answer sheet.
The items below inquire about what kind of a person you thinkyou are. Each item consists of a pair of characteristics, withthe numbers 0-4 in between. For example;
Not at all artistic 0... 1... 2..,3>.. 4 Very ArtisticEach pair describes contradictory characteristics-- that is,you cannot be both at the same time, such as very artistic and
not at all artistic.
The letters form a scale between the two extremes. You are to
choose a letter which describes where you fall on the scale.
For example, if you think you have no artistic ability, you
v/ould choose 0. If you think you are pretty good, you might
choose 3. If you are only medium, you might choose 2, and soforth.
24. Not at all aggressive 0..
. 1.. . 2.. . 3.. . 4 Very aggressive
25. Not at all independent 0..
. 1.. .2.. .3.. .4 Very independent
26. Not at all emotional 0.. . 1.
.
.2.. .3.. . 4 Very emotional
27. Very submissive 0..
. 1..
.
2.. .3.. .4 Very dominant
28. Not at all excitable
in a major crisis 0.. . 1.. .2.. .3.. .4
Very excitable in
a major crisis
29. Very passive 0..
.
1.. .2.. .3.. . 4 Very active
30. Not at all able to
devote self complete-
ly to others 0.. . 1.. .2.. .3.. .4
Able to devote self
completely to
others
31
.
Very rough 0.
,
..
1.. .2.
.
.3.. . 4 Very gentle
32 . Not at all helpful
to others 0 . . 1.
.
.
2 .
.
3 .4 Very helpful to others
185
!
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33
. Not at all C(.)jnj JO t i L i ve u... i
..
.
2.
.
. h. .4
34. Very home oriented 0
... 1 ... 2.. .3.
.
.4
35. Not at all kind 0... 1... 2.. .3..
. 4
36. Indifferent to others'
approval 0... 1... 2..
. 3.. .4
37. Feelings not easily
hurt 0... 1 ... 2.. .3.. . 4
33. Not at all aware of
feelings of others 0... 1... 2.. .3..
. 4
39. Can make decisions
easily 0... 1... 2..
.3..
.
4
40. Gives up very easily 0. 1... 2..
41. Never cries 0... 1... 2.. . 3.. .4
42. Not at all self—
confident 0... 1... 2..
. 3.. .4
43 . Feels very inferior 0... 1... 2.. .3.. .4
44
. Not at all under-
standing of others 0... 1... 2.. . 3.
.
.4
45. Very cold in relations
with others 0... 1... 2.,..3.. .4
46. Very little need for
security 0... 1... 2....3.. .4
47. Goes to pieces under
pressure 0... 1...
Very itive
Very v/orldly
Very kind
Highly needful
of others approval
feelings easily hurt
Very aware of
feelings of others
Has difficulty
making decisions
Never gives up easily
Cries very easily
Very self-confident
Feels very superior
Very understanding
of others
Very v;arm in relations
with others
Very strong need
for security
Stands up well
under pressure
You will now be asked to consider the same attributes again. This
time you will be given a description at only one end of the scale.
For each attribute, you are being asked to compare the typical
male student and the typical female student on that characteristic.
For example;
Understanding of others
0 1 2
.,
(much more (slightly (no
characteristic more male) difference)
of male)
.
3 4
(slightly (much more
more female) characteristic
of female)
I I
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he nuiiibets torm a scale between tiie two extieiues. You are toChoose the number which best expresses your judejment. in theexample given, if you think that "understanding of others"IS much more cliaracter i Stic of males than temales, you wouldchoose 0. If you think it is slightly more characteristic of
males, you v/ould choose 1. If you think there is no differenceyou would choose and so forth.
You will answer eacli item in the corresponding column on the
answer sheet. Please note that the item numbers are continuedfrom the previous section. DO NOT SKIP any questions. Begin
with #48.
,
0 i
. . .
(much more (slightly
characteristic more male)
of male)
.
2
. . . .
3 4
(no (slightly (much more
difference) more female) characteristic
of female)
4 8
. Aggressive
49. Independent
50. Emotional
51. Dominant
52. Not Excitable in a Major Crisis
53. Active
54. Able to Devote Self to Others
55. Gentle
56. Helpful to Others
57 . Competitive
58. Worldly
59. Kind
60. Indifferent to Other's Approval
61. Feelings not Easily Hurt
62. Aware of Feelings of Others
63. Can Make Decisions Easily
64. Never Qives up Easily
11
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* • • ^
.(much more (slightly
characteristic more male)
of male)
( no
d i f f erence
)
. 3
. .
. .
(slightly
more feihale)
.
. 4
(niuch more
cliaracterist
of female)
65. Never Cries
66. Self Confident
67
. Feels Superior
68. Understanding of Others
69. V7arm in Relations with Otliers
70. Little Need for Security
71. Stands Up Well Under Pressure
When you are finished v;ith #71 please put the purple answer
sheet aside and move on to Section III, the green and whitequestion and answer sheet.
ic
PART 111
TENNESSEE SELl'-CONCEPT SCALE
Read the instructions carefully. Please note that this time you
are to fill in your response on the green and white answer
sheet by shading in the small box under your choice.
For example, question #1 states:
1. I have a healthy body.
If you feel very strongly that this does not describe you
accurately you would answer 1 (completely false) on the answer
sheet. If you feel this is mostly false, you will answer 2,
partly false and partly true, answer 3 and so forth. You will
shade in the one box that comes closest.
When you finish questions #1 through
Section IV, the final section.
100, please go on ttx
190DIRECTIOWS: Eill m vum inluiniuiiuii (hi i1\l‘ si'piii.iie jiiiwui slit!i;l
Tl>u ihiteiinMUS ill tins MivMiiioiY aiu to lu'lp you ilnsciiliu vooisoH
ns yuo soi; yninsi;
them us il you weie .lestiilninj youtsell to youiseli Henil u.ieh
item t.neliillv, then
live lespuiises heluw .mil iiH m the unswet space on the sepaiatc
unswei sheet
II. Please answei
select one ul the
Don't skip any items. Answe. each one. Use a suit lead
pencil. Pens won't work. II you change an
answei, you must eiase the old answet completely and entet
the new one.
Completely Mosil y
Fill so False
RESPONSES
C M
F F
1 2
Partly False Mostly Conipletely
and True True
Partly True
M C
PF PI T T
3 4 5
TIvNNDSSKK SIslJ' CONCl'.r 1' SC.M.l^
1
1. I have a healthy body 2
2 . 1 am an attractive person 3
3. I consider myself a sloppy person
^
4. I am a decent sort of person r,
6. 1 am an honest person 6
f). 1 am a bad person 7
7. 1 am a cheerful person ^
8 . 1 am a calm and easy uoing person g
9 . 1 am a nobody
' '
' 10
10. I have a family that would always help me in
any kind of trouble U
11 . 1 am a member of a happy family 12
12 My friends liave no conl'idence in me
‘
'
• 13
13. 1 am a friendly person 14
14. I am popular with men 15
15. 1 am not interested in what other people
do
I 0
IG. I do not always tell the truth 17
17. 1 get angry sometimes , 18
18. 1 like to look nice and neat all the
time yg
19. 1 am full of aches and pains 20
20. I am a sick person 21
21 . 1 am a religious person 22
22. 1 am a moral failure 23
23. 1 am a morally weak person 24
24. I have a lot of self-control 20
25. 1 am a hateful person
' 26
26. 1 am losing my mind
• • 27
27. I am an important person to my
friends and family • 08
28. I am nut loved by my family 29
29. I feel that my family doesn’t trust
me 30
30. I am popular with women 31
31. 1 am mad at the whole world
' ‘
' 32
32 1 am hard to be friendly with
33 Once in a while I think
ofthings too bad to talk about 3 .I
31
’
Sometimes when 1 am not feeling well.
I am cross
35 1 am neither too fat nor
too thin 3o
36. 1 like my looks just the way
they “f*- • • •
^
'
37 1 would like to change some
parts of my body 38
38. 1 am satisfied with my moral
behavior . 3J
39. I am salisfied with my
relationship to God 40
40. 1 ought to go 10 church
more
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i am jijsl as niu' its I slioiild In*
•I-'*. I ilcspit.i- m>,iU
'14. I am salisfiid with my fainilj r. lallnliships
45. I imdatdanti my lami'y »s wWI as I slioiilil
! ! ! .
!
1C. I should tni.'.l my family more
47. I am as socialde as I waul lo he
48. I try to plea-.t others, hut I don't overdo it
49. 1 am no good at all from a soeial staudiiolnt
50. I do not lilic everyone ! know
51. Once in a while. 1 lujgh at a dirlv joke
! ! ! !
!
52. I am neither too tall nor too short
53. I don’t feel as well as 1 should
54. 1 shoidd have more sex a{>pcat
55. I am as religious as I want to be
56. I Wish I could he more trustworthy
57. 1 sltouldn’t tell so many lies
58. 1 am as smart as I want to be
59. 1 am ivpt the person 1 would like to he
'
60. i wish I dian’t give up as easily as I do
61. I treat my parents as well as I should (Use past tense if parents are not living)
62. I am too sensitive to things my laniiiy say
63. I shoidd love my family more
6-1. I am satisfied with the way 1 treat oHiet ptuple
65. I should be more polite to others
66. I ought to get along belter with other p.-'ople
67. 1 gossip a little at times
68. A times I feel like swearing
69. 1 lake good tare of myself physically
70. I try to he careful about my appearance
71. I often act like 1 am “all thumbs”
72. I am true to my teiigioii in my everyday iiie
73. 1 try to change when I know I’m doing tilings that are wrong
74. 1 sometimes do very had things
75. I can always take care of myself in any situation
76. I take the blame for things without gelling mad
77. Ido things witlioul thinking about them fust
78. 1 try to play fair with my friends and family
79. I take a real interest in my family
80. 1 give in to my parents.(Use past tense if parents are not living)
81. 1 t.ey to undeistand the other fellow’s point of view
82. 1 get along well with other people
83. I do not forgive others easily
8-1. 1 would rather win than lose in a game
85. I feci good most of the time
86. I do poorly in sports and games
87. I am a poor sleeper
88. I do what is right most of the time
89. I sometimes use unfair means lo get aiiead
30. I have trouble doing the things that are right
91. I solve my proldems quite easily
92. I change my mind a lot
93. I try to run away from my problems
94. 1 do iny share of work at home
95. 1 quarrel with my family
36. I do not act like my family thinks I should
97. 1 see good points in all the people 1 meet
98. I do not feel at ease with other people
99. I find it hard to talk with strangers
100.
Once in a while I put off until lomoriow what 1 ought to do today
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PART IV
' PERSONAL STATE^U::NTS
In the previous sections, you were asked to choose answers that
were worded by someone else. In this final section, please
ansv/er
,
your ov/n words
,
the following questions. Limit .your
responses to a couple of sentences in the spaces provided.
A. How do you like yourself or feel about yourself as a person?
B. How comfortable are you with boys your age?
C. How comfortable are you with girls your age?
D. Why did you come to this particular school Ca couple of main
reasons )
?
E. How do you think this school may have influenced or effected
how you feel about yourself and others your age?
OPTIONAL QUESTION;
F. If you do not object to this question, please indicate
your racial and/or ethnic background (for example; French-
Canadian, white Anglo-Saxon, Black American, Japanese,
Irish-American or other)
.
Thank you again for all of your time and energy.
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